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Abstract:

Various studies have documented a relationship between college students’ self-regulatory
capabilities and achievement; however, many indicate that not all college students can
actively guide and manage their leénljng. From this perspective, Self-Regulated Learning
(SRL) complements the notion of the No Child Left Behind Act to stop the great risk of
college students from dropping out. SRL rescarchers have paid little attention in creating
high-SRL environmenf;s to foster SRL -skills in the second language classrooms. This study
sheds lights on how modeling is an effective way of building self-regulatory academic skills.
Moreover, reading and writing research is discussed in which modeling was employed to
enhance students’ achievement, skills, self-efficacy, and self-regulation across muliiple
phases of Zimmerman’s model and SRSD model according to social cognitive theory and
rescarch findings. Interviews and observations of language arts Iessons were analyzed to
determine the extent to which teachers’ tasks and practices created opportunities to engage in
self-regulated reading and writing. These findings are addressed to ESL teachers to

encourage them to use modeling as a method of instruction, to promote SRL environment,

i, 1.1 £
a“d to e!l]lallce Studclllb dUINCVOEIITIIL,
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Chapter One

Introduction

A great number of students entering universities today are not academically prepared to
cope with the demands of college-level work. Almost half the accepted students have to
take basic language skills or remedial courses in reading and writing to improve their
academic achievement. Many language learners spend their tume studying English as a
foreign language in universities without being able to communicate successfully in the
target language.

Therefore to overcome these challenges many faculty members choose to help their
students by developing Self-Regulated Learners (SRL). However, most instructors need
support to develop SRL. The latter is done by modeling instructions where self-regulatory
skills can be taught (Schunk & Zimmerman, 1997; Zimmerman, 2000} according to their
development model. Previous research see for instance (Lewis & Mitchell, 1996; Neuman

& Roskos, 1997, Perry, 1998; and Turner, 1995) indicates that students develop

....... b N o B A o ». 1 loacrareao a s . e -
acagemically v § 0 11 d881ro0 W Y8 VOTVEQ Ommp

tasks, have control over their learning, and are engaged in evaluating their work. Also,
students develop SRL when they receive instrumental support from peers and teachers,
which often takes the form of modeling and scaffolding attitudes and actions associated
with SRL. On the other hand, without considering modeling of meta-cognitive slﬁlls as an

essential part of instruction in reading and writing, students would not emerge as self-

regulated learners.
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Purpose of the Study

The aim of this project is to shed light on the perceived benefits of modeling of

instructions, as an effective method, that should help students who have trouble in reading

and writing in the second language classrooms, and whether this method of instruction

promotes self regulated learning environment and enhances students’ achievement, The

key questions that led to this study were the following:

(1) How can teachers create self-regulated learning environments?

(2) Which SRL method of instruction should teachers start with to improve students’
achievement in reading and writing?

(3) How should tasks and instructions be formed to foster SR1.?

Rationale
The rationale for choosing this topic is to help undergraduate university students who
have problems in reading and writing improve their skills when teachers connect self-
regulatory strategies with explicit instruction and opportunities to practice these skills.
Despite the great importance of this topic, few teachers are aware of this model and of its
plementation in secomd (or foreign) language classrooms. My concern in this project is
to draw teachers’ awareness regarding SRL and conduct a study that may provide teachers
with methods, tools and practices that maich students’ learning needs to improve their
academic achievement (see Randi & Corno, 2000},

Significance of the Study

This study among universities in Lebanon will open doors to initiate constructive and

educational collaboration to improve the basic skills among college under-achievers.
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Morcover, the implementation of models such as Zimmerman’s model of self-regulation
and the Self-Regulated Strategy Development Model (SRSD) in the second language
classroom would reveal a rigorous structure that is consistent through time. The students
have to be trained in order to master every step of self-regulation and to become

autonomous readers and writers.

Conclusion
My concern in this project s to explore the underlying hypothesis about how modeling of
teaching practices can promote SRL environments in the ESL classroom and how this
educational method can improve students’ learning positively. Moreover, Perry, Phillips, &
Hutchinson (2006) offered evidence indicating that when teachers design tasks and
activities that we characterize as complex, opportunities for students io engage in SRL are
increased. I hope that with the literature review, teachers’ comments, classroom
observations and interviews would help teachers take actions to design tasks and practices
that would change some of their instructional methods.
In this first section, I introduced the topic I intend to investigate, i.e. SRL iﬁ the university
ecornd/ foretgn tanguage classroon. T also pointed out the rationale, significance of the

study and the research questions pertaining to this project. The next section will review the

extensive literature related to SRL.
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Chapter Two
Literature Review

Introduction

In this chapter, the researcher examines how Schunk and Zimmerman’s (1994) social
cognitive theory based model and how Self-Regulated Strategy De\}elopment (SRSD)
model are both used in the classroom to develop powerful interventions for students who
face academic challenges (Graham & Harris, 2005).
Current literacies emphasize the notion of educational inclusion for exceptional students as
well as for the disabled and low- achieving students. From this perspective, Self Regulated
Learning (SRL) has emerged as an important issue in this educational setting (Zimmerman
& Schunk, 2001). Most educators today agree that the major role of education is to develop
self- regulated and long-life leamers, who are metacognitive, motivated, and strategic
{(Zimmerman, 2001). Much research has shown the link between self-regulated practices
and academic achievement, including delineating differences between high and low self-
regulating students (Zimmerman & Bandura, 1994; Zimmerman, Bandura, & Martinez-
Pons, 1992). These self-regulating lecarners aré strategic in the ways they approach tasks
nd—activities. ey—set—realistic—goals.—seloct—effective strategies. monitor —thoi
understanding, and evaluate progress toward their goals (Pressley & Afflerbach, 1995,
Zimmerman, 1989; Zimmerman, Bonner & Kovach, 1996). Unfortunately, not all learners
are effectively self- regulated. They have difficulty activating and regulating strategic
behavior and may use ineffective or inefficient strategies, and can develop defensive or

self-handicapping behaviors, including giving up easily or dropping out (Covington, 1992;

Paris & Newman, 1990; Printrich & Schunk, 2002). Although research has shown the
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importance of developing self-regulated readers and writers, few researchers have
investigated classroom practices that facilitate and guide this growth (Perry &Vandekamp,
2000; Perry, Walton, & Calder, 1999). From this perspective, modeling of instructions is
considered a promising method that promotes self-regulating learning environment and

enhances students’ achievement in reading and writing in the second language classrooms.

Self-Regulated Learning

Recent years have witnessed an increased emphasis on the development of students’
literacy skills especially reading and writing. According to Bandura’s (1986) social
cognitive theory, and according to Zimmerman (2000) model, self efficacy and self
regulation are key processes that affect students’ learning achievement. Self~efficacy refers
to learners’ perceived capabilities for learning or performing actions at designated levels
(Bandura, 1997), while self-regulation or self-regulated learning refers to self-generated
thoughts, feelings and actions that are systematically designed to affect one’s learming of
knowledge and skills (Zimmerman, 2000, 2001). Modeling — an important variable in

Zimmerman and Bandura’s (1994) social cognitive theory- is a means for promoting

students™ setf-regulation
Self-efficacy

The conceptual framework is based on Bandura’s (2001), Zimmerman’s (2000) social
cognitive theory, in addition to Graham & Harris (2005) model. These models interpret
human functioning as a series of reciprocal interactions between personal influences,

environmental features, and behaviors. For example, one’s personal self-efficacy beliefs

about writing an essay can influence one’s writing behaviors, such as choice of literacy
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topics, effort, and persistence. Self-efficacy beliefs can affect a person’s environment; for
example, efficacious students who are trying to write in a noisy social or physical
environment may redouble their concentration to avoid distractions.

Conversely, one’s social environment can affect personal variables and behaviors.
Students who feceive encouraging feedback from teachers may feel more efficacious and
work harder 1o succeed. Teachers can inspire students to write by creating a favorable
classroom environment, such as by giving students enough time to write.

According to Bandura (1986, 2001} and Printich & Schunk (2002) human functioning
involves reciprocal interactions be@een personal influences (e.g. thoughts, beliefs),

environmental features, and behaviors (Fig.1) (Zimmerman & Schunk, 2001).
Personal variables

Environmental variables Behaviors

-
-

k4

(Bandura's model of reciprocal interactions)

£

{Adapted from Barry Zimmerman, 2001):

One’s personal self-efficacy beliefs influence students’ behaviors, choice of task,
persistence, effort, and achievement. Self- efficacy beliefs also can affect a person’s
environment, Conversely, one’s social environment can affect personal variables and
behaviors. Students who receive encouraging feedback from teachers may feel efficacious

and work harder to succeed. The influence of behavior on personal variables is revealed in

the student who succeeds in reading a moderately difficult book and then experience higher
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self-efficacy and motivation to try reading another book of comparable difficulty

(Zimmerman & Schunk, 2007). They noted that people seek to exert control over important

aspects of their lives. The notion of reciprocal interactions shows how people can affect

their behaviors and environments with their thoughts and beliefs. This reciprocity is

exemplified with an important construct in Zimmerman’s theory: perceived self-efficacy or

beliefs about one’s capabiliiies to learn or perform behaviors at a designated level.
Research shows that students’ self-efficacy beliefs influence such actions as choice of
goals, tasks, persistence, effort and achievement (Schunk, 2001). In turn, students’

behaviors modify their efficacy beliefs. For example, as students work on tasks, they note

their progress toward their learning goals (e.g. completing sections of a term paper).

Progress indicators convey to students that they are capable of performing well, which

enhances their motivation. Moreover, a teacher’s feedback can affect self- efficacy.

Persuasive statements such as “l know that you can do this” can raise students’ self-

efficacy (Zimmerman & Schunk, 2001).

From a social cognitive perspective, self-regulated learners direct their learning process and

attainment by setting challenging goals for themselves, by applying appropriate strategies

o-achieve their goals—and by entisting self regulative-influences-that-motivate-and-guide

their efforts. Self- regulated learners exhibit a high sense of efficacy in their capabilities,

which influences the knowledge and skill goals they set for themselves and their
commitment to fulfill these challenges (Zimmerman, 2001). From this aspect, experimental
studies have shown that teaching low-achieving students to set proximal goals for

themselves enhance their sense of efficacy and their academic achievement, and their

intrinsic motivation in the subject matter (Kaplan, Middleton, Urdan & Midgley, 2002).
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From this result, I can mfer that self-regulation of motivation depends on self-efficacy
beliefs as well as on personal goals. Teachers should take advantage from these findings by
setting proximal goals to their students to reach the optimal goals for each student. In
addition, students’ self efficacy wouldr be enhanced according to the causal attributions of
the students’ goals and outcomes. These attribution judgments would play a pivotal role in
self-reflection. Students would attribute their error to conirollable sources such as learning
strategies to sustain motivation during periods of deficient performance (Zimmerman,
2001). In short, self-regulated learners are able to put into play a series lof volitional
strategies to control external and internal distractions to maintain their concentration,

effort, and motivation while performing academic tasks.

Modeling

Modeling refers to cognitive, affective, and behavioral changes that derive from
observing models. Models provide information about learners’ self-efficacy. Modeling
refers to the process in which observers pattern th_eir thoughts, beliefs, and behaviors, after
those displayed by one or more models (Schunk, 1987).

Observatiomat Tearning through mmodeting occnrs whemobservers disptay mew betavior
that they could not perform prior to being exposed to the models.
Observational learning through modeling is comprised of four processes: Attention
retention, production, and motivation (Bandura, 1986). Observer attention to

environmental events is necessary for them to be perceived. Retention includes coding and

transforming modeled information for storage in memory, such as through rehearsal and

linking new information to knowledge already in memory. Production involves translating
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their mental conceptions of modeled events into actual behaviors, such as when they
translate their thoughts into written sentences and paragraphs. Motivation influences
observational learning because when students believe that models possess a useful skill
they are likely to attend to such models and attempt to retain what they learn. Moreover,
research conducted by Schunk and Zimmerman (1994) has shown that Studenl;s’ academic
achievement and self-efficacy can be improved by observational learning through
modeling. Modeling is critical in Schunk and Zimmerman’s model of the development of
self-regulation. It serves three main functions: inhibition/ disinheriting, observational
leamning, and response facilitation (Zimmerman & Schunk, 1997). Observational learning
through modeling is important for the development of self-regulatory skills. Modeling is a
critical component of SRSD. Teachers model self-regulated use of the academic strategies
being learned. During SRSD, it is imperative for students to observe and imitate the
behaviors, strategies, and thoughts of the teacher or other effective writers. Further, SRSD
uses coping models. A coping model demonstrates the typical problems and concerns of
the observers but steadily improves performance and gains of seif-confidence during

modeling. Schunk, Hanson, and Cox (1987) demonstrated that observing coping models

mproves stude elf=e acy —and skill performanceMotivation— ecessary 1o
observers to display actions learned observationally. Observers may be motivated because
they see models rewarded; they believe that the learning is important, and so forth,

The functional value of behavior, or whether 1t results in success or failure or reward or
punishment, affects observer modeling. Modeled actions are more likely to be performed if

they previously led to rewarding outcomes than if they resulted in punishment, regardiess

of whether people experienced the consequences themselves or whether they observed
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modeled consequences. By watching models, observers form outcome expeciations about
the expected consequences of actions, Zimmerman and Schunk (2007) hypothesized that
when objective standards of behavior were unclear or unavailable, observers evaluated
themselves through comparisons with others. The most accurate self-evaluations derived
from comparisons with those similar in the abilify or characteristic being evaluated. The
more alike observers are to models, the greater is the probability that similar actions by
observers are socially appropriate and will produce comparable results. The motivational
effects of vicarious consequences depend partly on self-efficacy. Similarity of models
constitutes a source of vicarious information for evalvating one’s efficacy. Observing
others succeed can raise observers’ self-efficacy and motivate them to try the task; they are
apt to believe that if others can do well, they can, too (Graham & Perin, 2007a). Model
attributes are often predictive of capabilities. Similarity is most influential when individuals
are unfamiliar with the task or have previously experienced difficulties and hold low self-

efficacy.

Self-regulaied strategies in reading and writing

students self-regulation skills (Zimmerman & Schunk, 1997). Later, referring to Bandura’s
model, Zimmerman and Schunk (Schunk, 1987; Zimmerman & Schunk, 1997,
Zimmerman, 2000) formulated a social cognitive model of the development of self-

regulation (figure 2). This model postulates four levels of development: Observational,

emulative, self-controlled, and self-regulated that begin with social sources and shift to

self-sources in a series of levels,
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Phases of Self-Regulatory Development

Phase Major features

Observation Cognitive acquisition of skill from modeled and verbal instruction.

Emulation | Demonstration of skill with social guidance and feedback

Self-controlled Internalization of skill and its independent demonstration

Self-regulated Adaptation of skill to changes in personal and contextual
conditions.

Figure 2: Social cognitive model of the development of self-regulation

(Adapted from Zimmerman & Schunk, 2007).

The first two levels (observational, emulative) rely primary on social factors, where as in
the second two levels (self-controlled, self- regulated), the source of influence shifted to the
learner (Zimmerman & Schunk, 2007).

In this model, novice leamers acquire skills and sirategies from social modeling,
teaching, task structuring and encouragement. At the observation level, students learn the

major features of sirategies but require practice with feedback to begin to develop the

skills.

An emulative Jevel is attained when the learner’s performance approximates the general
form of the model. The learner emulates the models’ general pattern or style.

The third, self-controlled level represents the capability of the learners to use the skill or

strategy independently when petforming related tasks. The skill or strategy becomes

internalized although the learner's mental representation is still affected by the model.
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During the final self- regulated level, students have full control over the self -regulated
strategy and can adapt it intentionally to enhance their performance in a variety of
situations, i.e. to fit their strategy to fit their own purpose.

In this model of development of self-regulation, Zimmerman and Schunk (2007) highlight
that self-regulation is domain-specific; therefore, one’s competence in different areas will
vary; for example, a student might be in the self-regulation phase in reading fiction books,
self-control phase while reading informational books, and in the observation phase when
writing (Schunk & Zimmerman , 2007).

The methodological concerns that tie all the research articles are the use of Zimmerman
and Schunk’s model of the development of self-regulation (Zimmerman & Schunk, 2001).
The researchers used qualitative, quantitative, and mixed methods to prove their theory,
Using the four phase model, they elaborate that modeling of instructional strategies
enhances students’ self-efficacy, skills, and self-regulation. Mor_eover, Schunk and
Zimmerman (2007) discussed how their four-phase self-regulation mode! of self-regulatory
competence can be used by teachers to strengthen reading and writing instruction.
Zimmerman (2001) conceptualized that self-regulation consists of three phases:
Forethought, performance control, and self-reflection.

Forethought Phase

The forethought phase precedes actual performance and refers to processes that set the

stage for action, such as goal setting and modeling.
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Goal Setting and Modeling

Goal setting is an integral aspect of the forethought phase of self-regulation. Allowing
students to set learning goals can enhance their commitment to attaining them, which is
necessary for goals to affect performance (Locke & Latham, 1990). Schunk (1987) found
that self-set goals promoted self-efficacy. Children with learning disabilities in
mathematics received subfraction instruction and practice over sessions. Some set
performance goals for each session; others had comparable goals assigned; those in a third
condition did not set or receive goals. Self-set goals led to the highest self-efficacy and
achievement. Children in the two goal conditions demonstrated greater motivation during
self-regulated practice than did no-goal students. Moreover, proximal goals enhance
achievement outcomes better than distant goals. Bandura and Schunk (1981) provided
children with subtraction instruction and self-regulated problem solving over sessions.
Some pursued a proximal goal of completing one set of materials each session; a second
group was given a distant goal of completing all sets of materials by the end of the last
session; a third group was advised to work productively (general goal). Proximal goals led

to the most productive self-regulated practice and to the highest subtraction self-efficacy

and achievement.

Schunk (2001) found benefits of modeling on children’s mathematical skill learning.
Children received either adult modeling or written instruction on long division, followed by
guided and self-directed practice, over sessions. The adult model verbalized division
solution steps while applying them to problems. Both treatments enhanced self-efficacy,

persistence, and achievement, but modeling led to higher achievement and more accurate

correspondence between self-efficacy and actual performance. Results of a meta- analysis
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showed that modeling enhanced self-efficacy and achievement, self-efficacy directly
affected persistence and achievement, and persistence had a direct effect on achievement
(Graham & Harris, 2003). Harris, Graham, Mason, and Saddler (2002) investigated the
role of perceived similarity in competence by comparing mastery with coping models.
They ilustrate how effort and positive thoughts can overcome difficulties. In additibn to
the modeled skills and strategies, observers learn and internalize these motivational beliefs
and self- regulatory actions. Coping models contrast with mastery models, who
demonstrate compeient performance throughout the modeled sequence. In the early stages
of learning, many students may perceive themselves more similar in competence to coping
models. Schunk, Hanson and Cox (1987) had children observe models solving subtraction
problems. Peer mastery models solved subtraction problems correctly and verbalized
statements reflecting high efficacy and ability, low task difficulty, and positive attitudes.
The lack of differences between the peer coping and mastery model conditions may have
arisen because children previously had experienced success with subtraction. Any type of
peer model might have rairsed efficacy, and children may not have internalized coping
strategies and progress beliefs. Boekaeﬁs, Printrich, and Zéidner (2000) further explored

mastery—coping ditferences —ardfourd Al ODSErvIIE pee oping models enhanced
children’s self-efficacy and achievement more than observing peer mastery models. Thus,
at the beginning, students observe what their teacher is modeling, but when students

participate in collaborative modeling they would achieve better results (Pressley & Harris,

2006).
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The Performance Phase
The performance control phase involves processes that occur during Iearnmg and affect
learning and action, such as social comparisons, feedback, and use of learning strategies.
During the self-reflection phase, learners respond to their efforts by evaluating their goal
progress and adjusting strategies as needed. Moreover, research indicates that students
develop academically effective forms of self-regulation in classrooms where they are
involved in complex meaningful tasks (Perry, Philips, & Dowler, 2004). Also, students
develop SRL environment when they receive instrumental support from peers and teachers,
which often takes the form of modeling and scaffolding attitudes and actions éssociated
with SRL. Tumer (1995) examined how reading tasks influenced students’ engagerﬁent in
learning. She observed a grade 12 class as students engaged in literacy activities she
characterized as open and closed. Open tasks and activities offered students opportunities
to choose what to read, as well as where and when to read. These open activities included
reading an& writing tasks such as writing party i-nvitations and making birthday cards after
7 reading a story about someone’s birthday. Teachers can promote comprehension strategies

in reading through modeling the process and fostering positive interaction with the text

P T AN AN
arape, 2UUE ),

Learners’ self-verbalizations of self-regulatory strategies

Self-constructed verbalizations yielded the highest motivation during self-directed
practice. Students who verbalized explicit strategies and self-constructions demonstrated
the highest self-efficacy. Schunk, Hanson, and Cox (1986) examined the role of

verbalization during learning of subiraction problem solution strategies among students.

. While solving problems, continuous-verbalization students verbalized aloud their problem-
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solving operations, discontinued-verbalization children verbalized aloud during the first
half of the instructional program but were asked not to verbalize aloud during the second
half, and no-verbalization children did not verbalize aloud. Continuous use of overt
volitional’ 'verbalization of the strategies such as “If I follow this concept map, I can write
a good persuasive essay” léd to the highest self-efficacy and achievement (Lee & Young,
2001). When instructed to discontinue verbalizing aloud, these students may have not
continued to use the verbal mediators to regulate their academic performances. For verbal
mediators to become internalized or covert, students may need to be taught to fade overt

verbalizations to a covert level (Horner & O’Connor, 2007).

Self-Reflection Phase

The process of comparing performances with goals in determining progress is affected by
developmental factors. Some students may solve problems accurately but not feel
efficacious because they are uncertain whether their answers are correct. They are unable to
keép goals in mind and self-evaluaie progress. It helps to make goals explicit and provide

_S1ndaen V1L CPRPOTIUT - 0 w] R wk'F dl101t O PIrogrc dildl Cdapan

' In recent years, we find a movement to recover within Psychology volition as an explanation for moving
from intention to action, and this is how it is incorporated in studies in self-regulated learning. This current
awakening of interest can be attributed to Como ( 2001), who are studying dynamiec factors and forces
refating to volition, which appear to be necessary to move individuals toward the goals that they set for
themselves (Gonzalez Torres, 2003).
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Progress Feedback and Self Evaluation

As learners set goals, it 1s necessary that they believe they are making progress toward
goal attainment. Learners can self-evaluate progress on tasks having clear criteria;
however, on many tasks it is difficult to determine goal progress, especially when standards
are not clear or progress is slow. Feedback indicating progress can generate self-efficacy
and motivation. Later, as learners become more skillful, they become better at self-
evaluating progress. Studies by Schunk and Swartz (1993a, & 1993b) investigated how
goals and self-evaluation affect achievement outcomes and self-directed practice over
sessions. An adult modeled a writing strategy, after which students practiced applying it to
compose paragraphs. Process-goal students were told to learn to use the stratégy; product-
goal students were advised to write paragraphs; general-goal students were told to do their
best. Half of the process-goal students periodically received progress feedback that linked
strategy use with improved performance (e.g., “You're doing well because you applied the
steps of the strategy in order). The process goal plus feedback condition was the most
effective. Process goal and feedback students outperformed product and general goal -

students on self-efficacy, writing achievement, self-evaluated learning progress, and self-

regulated strategy use. Moreover, Schunk (2001) conducted two studies investigating how
goals and self-evaluation affect SRL and achievement outcomes. In both studies, children
received instruction and self-directed practice on fractions over sessions. Students worked
under conditions involving either a goal of learning how to solve problems or a goal of
merely solving them. In Study 1, half of the students in each goal condition evaluated their

problem solving capabilities afier each session. The learning goal with or without self-

evaluation and the performance goal with self-evaluation led to higher self-efficacy, skill
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and motivation, than did the performance goal without self-evaluation. In Study 2, all
students in each goal condition evaluated once their progress in skill acquisition. The
learning goal led to higher motivation and achievement outcomes than did the performance
goal.

These results show differential effects of self-evaluation as a fanction of its frequency.
Frequent opportunities for self-evaluation of capabilities or progress raised achievement
outcomes regardiess of whether students received learning or performance goals. Under
these conditions, self-evaluation may complement process goals better than product goals.
Graham and Harris (1999) replicated these results with college students during instruction
on computer skills. When opportunities for self-evaluation were minimal, the process goal
led to higher self-efficacy, self-evaluated learning progress, and self-regulatory competence
and strategy use; self-evaluation promoted self-efficacy. Conversely, frequent self-
evaluation produced comparable outcomes when coupled with process or product goals.
What differentiates social cognitive theory from earlier reinforcement theories is not that
peopie learn by doing but rather its explanation. Zimmerman and Schunk (2001) postulated
that skillful performances are gradually acquired through reinforcement of successive
approximations tothe target behavior, a process known a aphrg.—Cognitions may
accompany behavioral change, but they do not influence it. Conversely, social cognitive
theory contends that behavioral consequences serve as source of information and
motivation rather than as response strengtheners (Bandura, 1986). The many theoretical
perspectives such as the operant theory, phenomenological, and Vygotskian (Zimmerman

& Schunk, 2001} can contribute to effective teaching practices and the development of self-

regulation, but the social cognitive theory was the most prolific.
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Self-Regulated Strategy Development Model
Graham & Harris (2003) developed the Self-Regulated Strategy Development (SRSD)
model of strategies of instruction in reading and writing based on the social cognitive
theory using Zimmerman’s model to enhance students’ achievement using explicit
instruction. SRSD model has evolved as a research proven instructional approach to
developing academic and self-regulation strategies among students with significant
learning difficulties in reading, writing, and mathematics (Manson, Snyder, Jones, &
Kedem, 2006). A current study based on SRSD model (Graham & Harris, 2003) focused
on high school students with leanﬁng disabilities in writing. Moreover, Graham and Perin
(2007b) present the results of their inquiry in Writing Next that the most effective approach
and strategy instruction is the SRSD intervention because it involves explicit instruction in
writing strategies and self-regulation methods. This model uses specific stages of
instruction to teach students to write effectively. It helps students to rethink and develop
metacognitive skills and abilities by using various mnemonics. However, revisiting stages
can be combined or reordered by the teacher according to her néeds and situation. This
SD oy model consists of six steps as outlined below-
Step 1: Develop background knowledge
The first stage focuses on generating and defining the components of an essay. A

mnemonic device (DARE) chart was provided for the basic framework for an essay. The

mnemonic device stands for: a) develop topic sentence, b) add supporting detail, ¢) reject

arguments from the other side, and d) end with a conclusion.
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Step 2: Initial conference: sirategy goals and significance

Students review the current level of performance to set goals to ilnproﬁze the quality of
their writing according to an agreed criterion. Students would use a self-regulated model by
using a visual prompt that listed the three-step writing strategy: (a) Think, who will read
this and why am I writing it. b) Plan what to say using DARE mnemonic device, and (c)
Write and say more.
Step 3: Modeling of the strategy

The teacher models the strategy using a think a loud technique. When the essay is
completed the purpose of self-instruction is introduced ‘which were problem definition,
. planning, self-evaluation and self-reinforcement.
Step 4: Memorization of the strategy

This step involves the student memorizing the strategy and then practicing it in a
collaborative manner.
Step S: Collaborative practice

Th*; students and the teacher together write an essay using the overhead projector. Self-
instruction procedures are used. Dﬁring this step the student and the teacher meet
individually to establish a criterion of what should be included in their essay and how 0
collect data.
Step 6: Independent practice

The final stage of the SRSD model in independent practice is mastery. Students work

independently and can monitor their own performance by checking to see if their essays

meet the criterion that they have set individually with the teacher.
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This SRSD model would enhance good quality of writing for both students with learning
disabilities and for lower achievers in high school. In reality, this study empowers teachers
to benefit from a new approach to writing that would help them develop strategies for
brainstorming, semantic webbing, setting goals, and revising. Moreover, this model
facilitates meaningful assessmenf. The interactive, collaborative nature of the process
allows teachers to easily assess changes in student’s cognition and achievement
(Lienemanne & Reid, 2006). Consequently, students are encouraged to become partners in
the sirategy evaluation process according to the criterion they set together individually with
their teachers to enhance their writing. In addition, students can chart their progress by
using their portfolio. For example, collecting samples of writing can improve students’
motivation and demonstrate the merits of using SRSD model in writing. During the writing
period the researcher used the mmnemonic device “The Tower of Writing” to use when
writing a cover letier for an advert. The students use the letter T for thinking and to make a
list of important information. The letter O stands for Organize where students order the
information in a logical way, The letter W stands for write a first draft, the letter E stands
for editiﬂg by checking the grammmar, spelling, and punctuation, and finally, the letter R

ands—for rewriting—a—clean—copyof their-work—(Philtips;2067)—In—another context,
following SRSD instruction for TWA: think before reading, think while reading, think afier
reading and PLANS: Pick goals, List ways to meet goals, And make Notes and Sequence
notes improved the students performance in oral and written retell expository passages (for

more details see Appendix D).

These explicit instructions, in teaching low-achieving students when and how to use

reading and writing strategies, indicated positive results. I think teachers should assign
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more written response to their students in reflection to the students’ textbook materials to
enhance their writing performance.

The combined TWA+PILANS approach teaches students to formulate and extend their
thinking about what has been read through writing outlines for reading comprehension in
comb-ination with developing planning and writing goals for an essay. The instructors’
lessons included direct instruction in self-regulated learning through self-instruction, goal
setting, self-monitoring, and self-reinforcement. Moreover, the instructor followed
procedures fundamental to the SRSD approach. Lessons were focused, explicit, and
individualized to address the sfudents. Six strategy acquisition stages fostered the student’s
attainment of strategy usage: develop preskills, discuss the strategy, model the strategy, and .
memorize the strategy, guided practice, and independent practice. Selected SRSD lesson
plans are offered on the Center for Accelerating Student Learning (CASL) website, under
outreach, at wwwvanderbilt.edw/CASL (Zito, Adkins, Marva, Harris, & Graham, 2007). By
using these strategies students’ achievement improved in reading comprehension and later
on was documented in writing

(Graham & Harris, 2003). In this aspect, the researcher thinks that students have gains in

afFacty
LA = owever; g

organizng texts-orally-aswell aswritten. However,-one pitia otld-add;

behaviors of students who are having difficulty in maintaining the motivation for
completing the task. The researcher thinks this drawback was revealed because students’
success was not attributed to their evaluations in using the SRSD strategy instructions.

These unmotivated students may require more explicit help in seeing the power of

strategies in performance (Graham & Perin, 2007).
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In a similar intervention, Schunk & Swartz (1993a, 1993b) used goal setting, progress
feedback, and self- evaluation of progress while modeling the writing strategy. The first
10 minutes were devoted to modeled demonstraﬁon in which the teacher (a member of the
research team) modeled the writing strategy by verbalizing‘ the strategy’s steps and
applying them to sample topics and paragraphs. Students then received guided practice (15
minutes), during which time they applied the steps under the guidance of the teacher. The
final 20 minutes of each session were for self- regulated practice; students worked alone
while the teacher monitored their work. The five-step writing strategy, which was
&isplayed on a board in front of the room during the session, was as follows:

First, students should ask themselves what should they do? Which topic would they
choose to write about? Second, students should write down their ideas about the topic.
Third, they should pick the main ideas. Fourth, they should plan the paragraph. Last,
students should write down the main idea and the other sentences.

Four different types of paragraphs are usually covered during the instructional program;
five sessions are in general devoted to each paragraph type. The four types of paragraphs

are the following: descriptive, it discusses objects, events, persons, or places (e.g., describe

a bird); informative, it conveys information effectively and correctly (e.g., write about
something you like to do after school); narrative, it contains events sequenced from
beginning to end (e.g., tell a story about visiting a friend or relative); and narrative
descriptive, it sequences steps in the correct order fto perform a task
The daily content coverage is the same for each of the four types of paragraphs: session

|—strategy steps 1, 2, and 3; session 2—strategy step 4; session 3—strategy step 5; session

4—review of entire strategy; session 5— review of entire strategy without the modeled
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demonstration. Teachers deliver feedback to each child privately during self-regulated
practice with such statements as, “You're learning to use the steps,” and, “You’re doing
well because you followed the steps in order.” To ensure that feedback is credible, teachers
provide feedback contingent on the child using the strategy properly. This goal- progress
feedback is different from performance feedback, which all children receive (e.g., “That’s a
good idea to imclude in your paragraph,” “You need to ‘write it---).”
An important aim of these projects is to determine whether students would maintain their
use of the strategy over time and apply it to types of paragraphs not covered during
instruction. Maintenance and generalization are facilitaied in several ways. The progress
feedback is designed to convey to students that the strategy was useful for writing
paragraphs and would help promote their writing achievement. By teaching the same
strategy with four types of paragraphs, teachers show how it is useful on different writing
tasks (Zimmerman, 2000). Finally, the periods of self-regulated practice provide
mdependent practice using the strategy and built self-efficacy. Succeeding on one’s own
leads to attributions of successes to abilirty and effort and strengthens self-efficacy. These
results show that modelling, practice, and feedback, combined with leﬁrning goals and
evaluations—o ategy-effectiveness, move students to-a self- controlled level, and give
them the chance to self-evaluate their learning. The level of goal achievement should be

stressed, whether knowledge of the subject was improved and the effectiveness of

strategies being used (Horner & O’Connor, 2007).

Modeling of Instructional Strategies

In summary, modeling is one the most recommended procedures for teaching self-

regulation (Graham, Harris, & Troia, 1998). Steps taken in planning controlling execution,
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distributing cognitive resources and reflecting on what has been done can be assimilated by
students as they observe the teacher or other peer models perform them (Zimmerman,
2003).The use of Schunk and Zimmerman’s model offers a comprehensive framework that
enables students to do something to change or modify their context (Zimmerman &

Schunk, 2001).

Designing Self-Regulated Learning Tasks
Perry, Huichinson, and Thauberger (2007) discuss how teachers can be mentored to
design tasks and develop practices that foster self-regulated learning in reading and writing.
They. analyzed language arts lessons fo determine the extent to which student teachers’
tasks and practices created opportunities for students to engage in self-regulated reading
and writing. The authors analyzed the observations of these language arts lessons and their
results showed evidence that mentoring of student teachers results in the teachers’
performing practices that supported engagement of self-regulated reading and writing. In a
qualitative, multiple case studies, Hilden and Pressley (2007) describe the challenges and
successes of teachers who participated in a yéar-long professional development program to
nprove teachers™ practices in comprehension instruction. Moreover, a mixed-method
study attempts to provide insights info inter~- and intra individual patterns of academic self-
regulatory use. A meta-analysis of 18 studies examining SRSD model in the area of writing
from 1985-2002, illustrates the empirical support for using SRSD with students who
struggle in writing (Graham & Harris, 2003). Results of Graham and Harris” (2003) meta-

analysis indicated that SRSD effects are maintained after intervention and that students’

achievement improved.
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Schunk and Rice (1993) examined how explicit feedback with process goal orientation
benefited remedial readers who had low comprehension skills. In this study, modeling was
used to teach the strategy in combination with the verbal feedback that linked the students’
improved performance to the strategy used to pick the main idea from the passage. In this
study, the learners’ self-efficacy and si{ills showed improvements from the combined
conditions. The combination led the learners to believe that they could improve their
reading bomprehension. Modeling was used io teach the strategy and students were able to
develop self-regulatory competence in strategy application at the self-controlied level.
Further information that poor readers benefit from strategy usefulness was obtained in a
study by Shunk and Rice (1993.). They found that reading comprehension benefits from
procedures that combine modeling with information about strategy usefulness and efforts
to internalize the strategy. Students who received overt instructions in locating main ideas,
where the teacher modeled verbalizing the strategy’s steps as the learners performed them
showed progress. On the other hand, another group of students were asked to fade their
overt verbalizations to covert speech. This shift helped students to internalize the benefits
of the use of. this strategy and enhanced the students’ achievement dramatically
develop self-reguiated readers. One of the most important aspects of self-regulated reading
is using and monitoring appropriate strategies (Eilers & Rogers, 2006). Without
considering metacognitive skills as an essential part of instruction in reading, students
would not emerge as self-regulated learners. These strategies were introduced gradually.

The students were first introduced to the use of prior knowledge to make text-to self-text-to

text, and text-to-world connection. The next strategies introduced were predicting and
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using prior knowledge. Fiﬁally, students were taught to use sequencing important details of
the text. Moreover, these explicit instructions of the strategies followed a pattern:
Introduction of a strategy and modeling of the strategy by the researchers m the whole
group settings while the small groups monitor the guided practice of these strategies. These
findings coﬁvened on the improvement of reading comprehension (Zimmerman & Schunk,
2007).

According to Clay (1991), a reading strategy is something that cannot be seen. It is
some activity in the head. The term strategy is used to signify a mental process and
strategic activity to denote behaviors that are observable representations of these mental
strategies. Since one can not sec strategies, teachers face difficuities in teaching the
strategic activities and behaviors. Clay (1991) views literacy from a developmental
perspective, in that learners are changing overtime within their context. They become self-
regulated and developed -what Clay calls a self-extending system. Most students progress
on this journey of learning from the unknown to the known with proper insiruction and
guidance from teachers and parents. Unfortunately, many students struggle on this journey,

fall behind their classmates, and are in danger of dropping out (Horner & O’Connor, 2007).

Conclusion
Theory and research summarized in this chapter suggest that to build students’ self-
efficacy teachers should ensure that students should expose students to expert and peer

models and should provide progress feedback to insure that they are performing their task

independently. The objective of guided and autonomous practice is that the responsibility
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or control, of initiating, applying and evaluating the strategies be transferred from the
teacher to the student (Schunk, 2001).

The methodology used and discussed in chapter three would provide evidence for the
validity of transferring the theoretical construct of self-regulation from educational

psychology to the area of second language acquisition (Tesng, Dornyei, & Schmitt, 2006).
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Chapter Three

Methodology
Introduction

Implementing Self-Regulated Learning (SRL) practices in the Second Language

classrooms is somehow a vague concept to many ESL teachers. Previous rescarch
(Printich, 2000; Reynolds & Miller, 2003) paid little attention to questions concerning the
knowledge needed to create high-SRL environments, and how instructions need to be to
influence students’ SRL positively.

Achievement of significant, self-regulated learning requires both will and skill
(Blumenfeld & Marx, 1997; McCombs & Marzano, 1990). For this reason, education should
help students to be aware of their own thinking, to be strategic and to direct their motivation
toward valuable goals. The goal is for students to learn how to reflect and evaluate their
learning (Zimmerman & Schunk, 2001).

Most of the research (Corno, 2001; Zimmerman, 1998, 2001, 2002) agrees that the
hypothesized theoretical model had a good fit with the data. In this current investifgation, the

believe at there are ges that E [cachers will face to achieve self-
regulation. This process demands time and energy to improve the students’ active
participation in learning from the metacognitive, motivational, and behavioral point of view
(Zimmerman, 2001). Moreover, to have this paradigm shift, teachers need strong leadership

support, and various professional development programs prepared under the umbrella of

educational reform from administration and schools. The application of self —regulation is

apparently limited in ESL classrooms and has to be replaced by a new paradigm.
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To achieve this goal, the researcher conducted a thorough search in this domain.
Interviews and observations of language arts lessons were analyzed in this study to determine
the extent to which teachers’ tasks and practices created opportunities that supported
development of and engagement of self-regulated learning environments in reading and

writing language art classrooms.

Research Design

The research design used in this study is both descriptive and analytical. It is based
upon Zimmerman's and Self-regulated Strategy Development (SRSD) models (Graham,
2006). Detailed narrative descriptions of observations and interviews done in the ESL
language art lessons were analyzed to determine the degree to which teachers’ tasks and
practices created oppormﬁties for college students to engage in self-regulated reading and
writing. Moreover, recent reviews devote relatively little attention to recent qualitative
work (Coker & Lewis, 2008).
Sample
The sample of the study is intenstve English collége teachers in Beirut teaching at three
mmiversities. The sample is homogeneous to some degree because all teachers are college
instructors teaching in ESL Recovery Programs. The names of the teachers participating in
the study and the name of the universities are not revealed: only pseudonyms are used. Bell

(2005) stated that confidentiality and anonymity are integral part of ethical considerations

in any research.
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Instruments
The two instruments used to collect data are classroom observations and individual
interviews of the same participants, These qualitative instruments helped the researcher
obtain data about various practices that are associated with high SRL environments in the
ESL classrooms. Besides, the collected data enabled the researcher to look for evidence
that modeling of instruction is a teaching method that would enhance SRL in reading and
writing.
Characteristics of the Used Instruments
For this project the researcher used open-ended interviews and classroom observation
of ten L2 college teachers who have been teaching English for many years in different
universities.
Classroom~ Observation
Using the protocol Perry (1998) developed, the researcher observed three classrooms for
nine times in different intensive classes as a non-participant observer (Fraenkel & Wallen,
2006). During these visits, the researcher took extensive field notes to keep anecdotal
record of “what is goﬁlg on™ in the classrooms (see appendix C) for samples of teachers
ard-stidents speech on particular facets of instroction amd task completion. Finatty, thi
protocol calis for listing conceptual categories that are associated with high verses low SRL
environments. Later, the researcher uses these categories as coding schemes to have
evidence from each observation.
The rescarcher’s observations were limited in number and may be limited to the extent

to which they reflect what occurred in these language art lessons. The researcher did not

expect students to be engaged in SRL tasks all the time. Therefore, it is possible that the
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researcher missed examples of promoting SRL examples (Perry, Phillips, & Dowler 2004;

Perry, Phillips, & Hutchinson, 2006).

Interviews

The researcherr used standardized open-ended interviews as a second method in
qualitative research (Fraenkel &Wallen, 2006). The researcher used standardized open-
ended interviews where the exact wording and sequence of questions are determined in
advance. All interviewees are asked the same basic questions in order. Questions are
worded in a completely open-ended format (see appendix B) to increase the comparability
of responses, permits evaluation users to see, and facilitates organization and analysis of
the data. No matter what kind of interviews the researcher conducts, results are not enough
since they might be interpreted subjectively according to the interviewer (Cohen, Manion,
& Morrison, 2000).

The researcher conducted three mterviews. There is no authorized way of undertaking
mterpretative analysis with transcripts of open ended interviews. Yet, this qualitative
approach is selective in that two researchers may notice different things about a stretch of
afk-or provide different interpretations of utterances. ere 15 also a danger of unintended
bias, in that the researchers may notice features of talk that support a point they wish to
make and ignore counter evidence (Swan, 2001). However, using open-ended interview
questions would provide the researcher with the opportunity to share the research question |
under investigation. The questions were implemented in a way to encourage the

interviewee to elaborate rather than to take a stand. This interview is the first stage of

analysis. It involves certain categories the researcher has in mind. The data collected at this
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stage would be a simple Way of documenting issues that come from the researcher upon his
or her mnitial encounter of the text (Smith & Osborn, 1999).

For this reason, the researcher used content analysis which is another method that is
extremely valuable in analyzing observation and interview data. Content analysis method is
used to compare the same categories found in both the standardized open-ended interviews
and the observations of the same participants in their classes. The researcher listed three
conceptual categories (derived from theory and research) that are associated with high SRL
environments, including: (a) modeling of instructions, (b) instrumental support from the
teacher, and (c) non-threatening evaluation.

Later, the researcher produced a summary table for content analysis in the interviews and
observations to record the manifest content the participants used in their interviews and in
their language art classes. In coding the manifest contest of the same categories for the
same participants has the advantage of ease of coding and reliability of results (Fraenkel
&Wallen, 2006). The researcher approached integration of the following categories into
themes (Perry & VandeKamp, 2000) and analyzed summary tables as evidence for
replication of results. This method is a useful one because it is often used in conjunction

WL OTNE CLITOUS, [ 11 dlldlY g ODSCTVALIUIT a1 MIECT VICW datd

Data Collection
Recording the standardized open-ended interviews and taking extensive field notes in
three different universities in Lebanon was very time consuming and tiring. Yet, these

interviews examined the difficulties that all second language teachers faced during their

reading and writing instructions.
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Ethics

Permission was taken from the participant teachers before the interviews and the
observations were conducted. Moreover, participants were informed that they were not
obliged to answer the questions during the interview, and the researcher explained to the
participants the real purpose of the research conducted (Cohen et al., 2000).
Validity and Reliability of the used Instruments

The validity and reliability cannot be adequately measured in qualitative research.

There is no certainty in the replication of the results in a wider context. The moods and
responses of human beings (the participants) may change with time. However, the
rescarcher tried to improve the validity and reliability of the data by comparing the
categories of both the standardized open-ended interviews and the classroom observations.
The researcher used more or less consistent éategories in classroom observations and open-
ended interviews as means of enhancing reliability (Fraenkel &Wallen, 2006). However,
classroom observations were limited in number which may be a barrier towards reflecting
effective SRL environments implemented in these language art classrooms. Therefore, -it is

reading and writing (Perry, Phillips, & Hutchinson, 2006).

Conclusion
This chapter discussed the methods used in collecting data. Besides, it revolves around

how the researcher is going to replicate the resulis by using the same sample, same

categories in order to achieve reliable evidence of these findings.
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In the next chapter, the researche_r examines anecdotal records of language art lessons'f(-)r
evidence that students are engaged in é&nﬁlex reading and Writing tasks and sﬁpporting the
students’ develoﬁmen_t of SRL. In the entire researcher’s coding, the main concern is to
look for evidence in the three coding categories that modeling of instruction enhances self-

regulating learning environment in the ESL classrooms.
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. Chapter Four
Descr;ption and Aﬁalysz’s of Data

Introduction

In this study, the researcher reports that the results obtained. First, the researcher
summarized the data from open-ended interviews of ianguage art lessons. The researcher
tried to address the following question: To what extent college teachers incorporate
N modeling of instructions in their ESL classrooms to support self-regulated reading and
writing. Second, the researcher provided a detailed narrative description of three open-
ended interviews and two classroom observations to elaboraie on what kinds of tasks and

practices enhance self-regulated reading and writing,

Were Teachers’ Tasks and Practices Supportive of Self- Regulated Reading and Writing?
In this aspect, the researcher conducted three interviews. The transcriptions (In appendix
B) describe in depth the interviews between the teachers and the interviewee in educational
settings. The interview data comes from issues and concerns that language teachers share in
common. They also suggest Ways and comments to solve their issues, The transcription is
CIpPIrotve 1l a1y O 1O [ICS—ana Stansas: aen—stanza s maac or a sSet ©
about a single minimal topic, organized systematically to hang together in a particular way
of thinking to elicit a theme or category of self-regulated learning. The stanza in each
interview takes a particular perspective on character, action claim, or piece of information.

In stanza I the inferviewees are very relaxed in answering general questions that everyone

expects and these questions are generated so that the participants show level of confidence
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to conitnue with the interview at ease (No significant gestures). Thc; interviewees used {eh,
and ah) many times to give themselves time to think. Moreover, the interviews contain
words that are repeated many times which create a reference chain, such as the word
models, motivation, and support. The degree of interaction between these kinds of chains is
expressed by the notion éf cohesive harmony and text familiarity between the researcher
and the interviewees that make them of equal frame of reference.

From these interviews, the researcher produced a summary table for content analysis.
The researcher organized the data into three categories. This summary table should reflect
the meanings that structure the interviewee’s account rather than the researcher’s
expectations. The researcher also approached integration of the following categories into

themes.

In these interviews (see appendix B) the Cluster is as follows: Enhancing self-regulating
learning environments
Interview [

The first category:

*Modeling of instruction:

----- Write a mode] -- Stanza IV line 48.

---- model on board ~-~--- Stanza IV Hne 52

--- similar paragraph ------ Stanza IV line 53




The second category:

* Support from the teacher

------ encourage ----

----- some feedback----
————— like having a twist to the same question---
----this kind of support-------

----18 more experienced than they arg-------

The third category:
* Non- threatening evaluation:

----- like between me and them-----
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Stanza I'V line 57
Stanza 11 line 24
Stanza VIII line 126
Stanza VII line 115
Stanza VI line 111

Stanza IV line 51
Stanza IV line 57
Stanza IV line 55

Stanza IV line 53

Moreover, the researcher examined anecdotal records of language art lessons for evidence

that teachers were engaging their classes in complex reading and writing tasks that

supported SRL. In all the coding, the researcher looked for these three categories:

Modeling of instruction, teacher support, and opportunity for self non-threatening

evaluation.

From these categories the researcher inferred the themes related to the research question

from the participant’s account rather than the researcher’s expectations and evaluations.
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Moreover, the above summary table presented in this anélysis of the-interviews and
classroom observations would approach integration of these categories from the research
data. Then, when the researcher looked at the interviews it made sense to look across the
entire data to obtain a more understanding of the research question. The integration of
these categones should generate a master theme, which is how to enhance self-regulated
learning environments through modeling of instructions. This theme would capture the
results with illustrative quotations from the interview as previously done. More validity is
added to the data by including a table showing the relationships between the categéries and
the major theme or cluster. The presentations of results were organized around the major
cluster that emerged from the analysis (Perry & VandeKamp, 2000).

The text of interview 1 contains words that are repeated many times which creates a
reference chain; such as models in lines (41, 42, 44), the word motivation in lines (12, 11,
14, 22, 62), and the word support in line (24, 30, 48, 53). The degree of interaction between
these kinds of chains is expressed by the notion of cohesive harmony and text familiarity
between the researcher and the interviewee that make them of equal frame of reference.
Interview IT

hrmterview I, the Cluster 1s as foltows: Enthancing self-regulating learning environmer
The first category is:

*Modeling of instruction:
-~ model mentally ------- Stanza V line 42

The second category is:

* Support from the teacher
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----- some feedback---- Stanza III line 23

—---ENCOUrage--—--- Stanza III line 30

----8Ncourage------ . Stanza III line 62
The third category is:

* Non- threatening evaluation:

_____ step by step----—- Stanza [V line 36
.......... assistance -—--=--—- ) Stanza VI line 53
---------- release their anxiety .------- Stanza IV line 60

Describe challenges to data analysis

These challenges were highly stressing. The Key made the transcription process more
appealing because it follows a systematic procedure in transcribing the interview.
Moreover, by explaining how modeling enhances learning, the instructor supports the

model used when transcribing the interview,

In the first stance, the text is a product of a close viewing by audio taping the interview,
thus enhancing its truth or reliability as a record according to the co-operative principle
which is of quality ( being true) one of Grice’s maxims (Carter, Goddard, Reah, Sanger &
Bowring, 1997).

Question 5 of the interview indicates if the teacher has any idea regarding SRL strategies in

her classes. Question 6 provides validity checks for the category of using modeling of
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instructions in teaching SRL strategies. Question 7 helps in determining social support
from the teacher to enhance students’ self-efficacy and motivation.

There may be a question as to validity dei)ending upon how the questions are asked. The
way they are asked may affect the answers. An attempt has been made to state the same
question in stanza IV and stanza VI as probing question line 7(83). Moreover, the summary
table presented in the analysis of the interview approaches the integration of these
categories from the interviewee’s data. Thus, when the researcher looks at the interview it
makes sense to look across the entire data to obtain more understanding of the research
question. The integration of these categories should generate a master theme, i.e., hdw to
enhance self-regulated learning environments through modeling of instructions. Hearing
the interpretations of the interviewees is very helpful if done after every interview. Since
the concepts of validity and reliability are very basic in research, they apply to the
responses the researchers receive according to the interview questions. A strategy, known
as member checking, is followed to check and to enhance reliability and validity. In this
strategy, one or more participants arec asked to view the accuracy of the research report.
The researcher showed the notes ahd the report to the coordinator. The purpose behind

SIIOWINE ANC-TepoO Wwas—1o WHEINCT theaata 1S CoOnverie WA CaIry app in

and if the information collected infers such results. Furthermore, the themes inserted in the
diagram are a summary of the results. Fortunately, the colleague checking the report and
analysis of the data was positive and agreed on the drawn conclusions. Moreover, these
interpretation and recommendations made the resecarcher aware that modeling of

instructions would enhance the self-regulated learning environments for both novice

learners and advanced ones.
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Interview IIT

In this interview the Cluster is as follows: Enhancing self-regulating learning environments

The first category is:

*Modeling of instruction:

-—-~get a sample paper----- Stanza IV line 35

----previous peers did ----- Stanza IV line 36
The second category is:
* Support from the teacher
----- should be supported----- Stanza VI line 44
------ advice ------ Stanza V] line 47
———————— Support----- Stanza VII line 53

The third category is:

* Non- threatening evaluation:

---------- their own feedback--—r---- Stanza I1I line 28
--------- previous peers did------------ Stanza IV line 36
---------- individual conferences-------- Stanza VI line 49

--------- face to face feedback ------- Stanza VI line 46
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How Did Teachers Support SRL Through their Tasks and Practices?

The extracts (see appendix C for all extracts) of the two classroom observations
offered strong support for SRL. These practices show how teachers’ instructional methods
vary to create opportunities to make choices, conirol challenge, and engage in non-
thréatening self and peer evaluation.

What has caught the researcher attention in the observations coded for two weeks is that
the Recovery teachers in the Intensive Programs used a variety of methods, such as
modeling, explicit teaching, prompting and praising to help struggling readers and writers
become self regulatory. The teacher teaches what students need to learn to progress to join
regular classes. Although the type of the interactions between the student and the teacher
did not change throughout the program, what really has changed is the problem solving
done by the students and the strategies that the student is called upon. The book the teacher
used was mainly set up for this purpose. The book taught students skills that they need to
improve their reading and writing skills. For example, while the teacher was explaining the
inference skill, instructions were made by the teacher to guide the students and model how
inferences can be inferred from the paragraph they have read in class. Then, students try to

utate the teacher inranother paragraph. Moreover, the teacher extended teaching students
higher order thinking by using critical questions and complex tasks. For example the
teacher asked them, "What do you think the author is trying to say about the Thrower?"
“Why did the author called him like that? What do you think would happen? After reading

the first part of the story, the teachers’ questions forced the students to express their

opinions by using inferences from the text and behind the text in relating the text- to the
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world. Such as “How could a thrower be blind and seated in the hospital? Why can’t the
thrower move now? Have you ever witnessed such an incident? Tell us about it?

Moreover, the teacher used discourse analysis when trying to link rhetoric questions such
as “Is he spying or observing’. The teacher explained whether it is ethical to spy even
among doctors or not. Students in the program had opportunities to evaluate their learning
throughout every chapter. On Friday session, the teacher asked ‘Who can tell what
happened in our previous lesson?’ The teacher repeated the following question more than
once “Where have we heard that before?” This required question by the teacher made
students reflect on what they had learned previously during their program. These
reflections created opportunities for learners to evaluate and control their learning that will
finally lead them to internal sources of what they have learned before. The teacher was
trying to give specific feedback in a non-threatening situation for the students thereby
strengthening their self-control level of self-regulation and their self-efficacy (Perry,
Hutchinson, & Thauberger, 2007).

The teacher asked the students to follow the power point organizer and read the story again
to fill the map in groups. At this point, students were motivated and gave instant responses

ASpe n anchg 1scRssed-soraemetacoon J b
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were appropriate to this task. However, to engage students in self-regulated reading and
writing, teachers should design open tasks to support SRIL. (Perry, Huichinson, &
Thauberger, 2007). In this respect teachers should have asked students to write about any

person who had experienced or read about a similar problem.

Every time before the session ends, the Recovery teacher offers students challenging tasks

such as reading or writing an essay. On another occasion, teachers offer learners a take
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home exam. In this respect, teachers are helping students to acquire self-regulation. Tasks
that are challenging to students will motivate them and stimulate students’ engagement.
Beginning with tasks that a student can accomplish will immediately provide students with
opportunities of success. Students are likely to be persistent in their efforts while
completing increasingly difficult tasks. Another way to assist students with challenging
tasks is to identify methods students can use in problem solving. For instance, modeling
skills in comparing / contrasting, using analogies, and paraphrasing can all encourage
students to take responsibility for their own learning (Cooper, Horn, & Strahan, 2007). In
other sessions, the Recovery teachers modeled the use of writing strategies. The idea was to
impress the struggled writers during their writing instruction. In this context, teachers
conducted writing tasks making text-to-self connections while writing an essay. In this
way, the Recovery teachers modeled the writing for the students where ideas were
documented from the reading organizer. Later the students included these ideas in their
essays in their portfolios. In these lessons, teachers drew the students’ attention on how self
regulated strategy development approaph was useful in enhancing students’ organization of
the essay (Graham & Perin, 2007). In this specific choice of the text, téacher was actually
able-to-implement the strategy of eliciting the main-idea, inaddition, to the text o

8,
= &

self-connection of what is called TWA+PLANS without even knowing this strategy
(Graham & Harris, 2003). Moreover, the proper choice of this text reported students'
motivation and attention when modeling the strategies. The students were expressing their
thoughts freely and generating ideas spontaneously. I think it is very important to have

students practice the strategies with texts at their instructional level and with texts that

promote students’ conservations that lead to discussions especially about their lives.
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During the observation, the Recovery teachers always modeled the strategy by using
concept maps. These concept maps identify patterns students knew and practiced on
different essays. Every essay has a map. For example, narrative essays have different maps
than descriptive essays. Students drew maps for each type. Students in this manner identify
patterns of an essay with diagrams. In this example, I noticed thaf learners are becoming
conscious by using these models. Students are becoming active readers and writers through
instructions that are modeled by the teacher, followed by student practice; meanwhile, the
teacher was offering continuous and additional reinforcement of these skilled strategies
instructions as needed by students. As students practice strategies in using these
procedures, they would gradually become self - regulated. These struggling students not
only would be able to execute the strategy, but would also know where and when to use it
(transfer of strategies). Such instructions can produce large gains in students’ achievement
(Hilden & Pressley, 2007).

I believe the Recovery teachers did a great job of modeling the strategies by explicitly
teaching when and how to use them. However, the main problem is that could these
struggling students use the strategies indepéndently later on?

Reading Recovery teachers-are-always-considering how-and-what-thev-are-teachi g today
to promote self-regulated learning in their reading. They use a variety of methods such as
modeling, explicit teaching, prompting and praising to help struggling readers become self-
regulatory.

I believe teachers must become self-regulated strategy users themselves. This Tequires

teachers to practice strategies when they are reading on their own. As teachers recognize

the improvements in their reading and atiribute those improvements to their self-regulated
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Finally, teachers need strong leadership in terms of administrative support to improve
students’ reading comprehension. This support would be revealed in encouraging teachers
to implement comprehension strategies throughout the core curriculum and to practice the

use of these strategies in a fully self regulated way (Horner & O’Connor, 2007).

The data presented can be mentored to design tasks and develop practices that foster
SRL among college students. Moreover, the rescarcher presented these findings from ESL
classroom observations to assess their use of tasks that promote SRL environment in
reading and writing.

In fact, this chapter reveals the outcomes and challenges that ESL teachers faced on
implementing SRL skills in reading and writing. Although predetermined categories were
derived for enhancing self-regulating leaming skills were supportive to the Hierature
review, these same categories enabled the researcher to be aware of other challenges that
ESL teachers have to take into consideration to enhance SRL environment in the
classrooms.

Supportive Environment

The participants of this study whether consciously or unconsciously agreed that students

need support and encouragement to improve. These feedback instructions under different
names such as ‘conferences’ and “you are following the strategy” etc. are primary to
enhance students’ achievement. Displaying different maps for reading and writing
empowers students with effective skills to arouse a cozy atmosphere in the classroom. The
students can refer to the model the teacher discussed in class to finish any task, moreover,

self-efficacy is prevailed when it is connected with students’ ability to achieve their target

goal (Dweck, 1991). Thus, self-efficacy effects self-regulation among students who adopt
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the theory of incremental ability; when teachers personalize their comments (Diab, 2005)
it enhances students response and motivation. When teacher uses reading models to
develop awareness of English language genres in writing, the students focus on these
models, emulate them, and then they can personalize their own writing. Moreover, Grabe
- (2004) assures that reading and writing connectivity supports literacy and content learning.
He suggests that students’ success requires recycling, repetition, and a lot of scaffoldings
practice in reading and writing of different genres to develop awareness of text structures
and later on to enhance students’ self-regulation. These results were hinted to during the
inteﬁdews where the teachers implemented these maps during their reading lessons and
extended the writing activity from this lesson. Teachers actually are doing these activities
in their ESL classes without noticing that these instructional practices enhance SRL
environments.
Non-Threatening Evaluations

The interviews and the observations revealed that self-monitoring is used among college
students to monitor their progress in ESL classrooms. Teachers create task_s to promote this
SRL environment; such tasks include ‘“Recalling of what happened in the previous
graphic organizers, and journal entries.

IO ISIg, 0 5E OTIEECHoNs”, using

For example, the students record their comments, summaries, and what they have learned
from any reading lesson using the KWL chart. When the teachers ask students about these
activities students unconsciously are self-monitoring their progress, and self evaluating
themselves while listening to their peers and confirming or adding responses they did not

know. Thus, self-observation is a sub-process of SRSD model and Zimmerman’s model.

During this process, students are involved in vicarious learning monitoring their own
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behavior. When using SRSD models, teachers help students set goals, use strategies, and
use self-statements to encourage positive tasks, This is done when teachers used concept
maps and label them explicitly with the students. These maps are then negotiable. Upon
labeling these strategies in details, students use them for clarification, or teachers use them
as rubrics or criteria for success in complementing any reading or writing tasks,

A second sub-process of non-threatening evaluation is the use of self-judgment.
Students should decide which strategy best serve the purpose in a specific situation. In this
aspect graphing is the best choice to be used as a powerful tool for self5judgments. For
example, when the teacher assigned a compare-contrast essay, a model was given, students
used maps to have a detailed explanation of the parts of the text, and how they are
arranged. Moreover, the transitional sentences for this reading genre are modeled. Then,
at that point, students are aware of using these maps to write a similar essay. Such
classroom activities are done in ESL classrooms without using the SRSD model where
some of the mnemonic devices are implemented such as using TWA + PLANS or using
DARE .In offering such mnemonics students would use them as a criterion for evaluation.

This strategy development model promotes student self —judgment and skillful

performance:.

The third sub-process is self-reaction. It involves non-threatening ecvaluation and
responding to judgments of the students achievement (Zimmerman & Schunk, 1997). This
process actually pushes students towards self-regulation where students feel responsible for

their progress given the modeis needed. These findings, demonstrate improifements in the

ability of students to be better readers and writers.
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Although these results confirm that Zimmerman’s Model and SRSD model can be
transferred into educational settings, yet, ESL teachers have to take into consideration
serious challenges to enhance SRL environment in the classrooms such as teacher attitudes,
instructional decision making, assessment, timing in the curriculum, and concerns about
professional development.

Teachers ' Attitudes

Before teachers could become successful strategy instructors, they should share some
belief and attitudes that these labeled strategy instruction would lead towaids self-
regulation. Some teachers did not accept the idea that self-regulation enhances students’
achtevement. Their attitude was very repulsive during some interviews, Though while
using the predetermined categories, it was revealed that these instructions were being used
in their classrooms without noticing the methodology. Thus, it is difficult sometimes to
convince reluctant instructors to teach a recommended approach (Hilden & Pressley,
2007).

Instructional D.e_’cz'sion- Muaking

The biggest challenge that faces teachers duriﬁg their instructional decision making was
how—to—assi 1ce into—the self=controtTtevelof self-regutation, They altaoree tha
modeling of instruction is understood by students, but the problem is how to make them
use these explicit strategies independently in reading and writing. Some instructors resort
to recycling these strategics by using different activities such as summarizing, graphic

organizers, drawing maps, or even journal entries. This continuous scaffolding or guidance

served as a step to self control level.
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Assessment

Many teachers are concemed of how to test if their students are using the strategies in
reading and writing. Any student can write an essay without using these strategies and can
do a good job. Some teachers even mentioned during their interviews that professional
students do not need to tell them about ﬂlése strategies at all. In this respect, informal
assessments during classroom instruction may work. Coker and Lewis (2008) point out that
portfolios offer some solutions to several of the limitations of relying on one single writing
assessment to evaluate students’ essays.
Timing in the Curriculum

Lack of time to finish the curriculum is the concern of every teacher. Teachers are
worried that if they do not finish the requirements of the program, students would have
deficiency in their skills. Moreover, they are afraid if they would change, others would not
and they would do it alone. This kind of instruction needs to be consistent across grades.
Professional Development

Finally, to enhance self-regulated learmning environments, students are required to
accomplish complef; tasks in reading and writing. This can only happen when teachers

clves uses these strategies explicitly. In this study, T found that if teachers have

supportive administration, they would not mind taking ample time in preparing this

approach in their ESL classrooms.

Conclusion
These results highlight the expected outcome relevant to the literature review; in addition,

it shows the challenges that ESL teachers might face during implementation of the

conducted study.
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Chapter Five

Conclusion

Summary and Conclusion

This study examines how ESL teachers can mentor their classes to design tasks and
practices that foster SRL among college students. These findings from classroom
observations and teachers’ interviews of language arts activities reveal the intensity of how
such tasks could support students’ self-regulation in reading and writing. These
classrooms’ practices whether being implemeﬁted by ESL teachers or not, expose teachers
to new methodologies and approaches to be aware of when teaching English as a foreign
language. SRL researchers have paid little attention in how classroom practices could
create SRL environments and how SRL instructions could influence students’ achievement
positively.
Suggestions for Application

One suggestion is to ensure that students acquire self-regulation skills, so they must be

I E anag-aHowed O—PER e-thern. agrho howldteash-se -i-:.i-.i;-i-.=i_;

with content so that students nnderstand when and how to apply theses strategies. For
example, while using literary analysis text, a teacher would mode! on one sample passage a
strategy for finding similes, metaphors, irony, foreshadowing and the like.

Another suggestion is that environments need to accommodate to differences in students’

self-regulation skills. Like other cognitive skills, students differ in their use of strategies.

Some may need teaching in basic strategies whereas others may be proficient. Some
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students may need additional instruction on writing strategy revision. Thus, scaffolding
through the SRSD model and other models in the classroom could belp teachers in tailoring _
their students’ self-regulation by placing them in small —groups according to their needs.
When exposing self-regulated students to successful models and providing them with
encouraging feedback, opportunities of success would ensure students with self-efficacy.
Teachers then incorporate these sources of self-efficacy information into classrooms by
teaching self-regulation strategies to use during reading and writing activities, employing
adult and peer models, and providing progress feedback. When using models, this would
increase the likehood that students will perceive themselves similar to at least one model
(Zimmerman & Schunk, 2007).

I think Zimmerman’s model is effective for teaching self-regulaiory skills. It aligns well
with a typical instructional sequence because it progresses from modeled demonstration to
guided practice and then to independent practice. By linking self-regulatory strategies with
instruction and allowing students to practice self-regulation skills, teachers provide an

integrated instructional method that will benefit students.

Limifations of the Study

The researcher’s observation support claims that teaching toward SRL requires the
implementation of a careful combination of “components, characteristics, and procedures
enacted by reflective, analytical teachers in meaningful environments”(Wong, Harris,
Graham, & Bulter, 2003, p.338). Moreover, teachers need time to move beyond survival

and curricular concemns to considerations of students’ needs and abilities. In reality,

teachers’ education programs should include SRL content in their core curriculum to
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increase high self-regulated learning environments and high self-regulated teachers who
would enhance self-regulating approaches to learning. Moreover, preservice teachers and
content —area teachers as well should be informed of the latest effective instructional
method in reading and writing. This could be done by exposing teachers to professional
journals or conferences and having continuous teachers training to improve teachers’
education (Hilden & Pressley, 2007). .
Further Steps

Teachers need strong leadership in terms of administrative support to improve students’
reading and writing SRE. This support would be revealed in encouraging teachers to
implement comprehension and writing strategies throughout the curriculum to practice the

use of these strategies in a fully self regulated way (Horner & O’ Connor, 2007).




Self-Regulated Learning 63

References

Bajsansk, I. & Kolic-Vehovee, S. (2006). Metacognitive strategics and reading
comprehension in elementary school students. European Journal of Psthology of
Education, 21, 439-451.

Bandura, A. (1986). Social foundatfons of thought and action: A social cognitive theory.
Englewood Cliffs, NT. Prentice Hall.

Bandura, A. (1997). Seif-efficacy: The exercise of control. New York: Freeman.

Bandura, A. (2001). Social cognitive theory: An agentic perspective. Annual Review of
Psychology, 52,1-26. |

Bandura, A., & Schunk, D. (1981). Cultivating competence. Self-efficacy and intrinsic
interest through proximal self-motivation. Journal of Personality and Social
Psychology, 41,586-598.

Bell, J. (2005). Doing your research project. Berkshire: Open University Press.

Blumenfeld, P.C. & Marx, R. W. (1997). Motivation and cognition. In H.J. Walberg & G.

D. Haertel (Eds.) Psychology and educational practice (pp. 79- 106). Berkeley, CA:

McCuichan.

Boekaerts, M., Printich, P., & Zeidner, M. (Eds.) (2000). Handbook of self- regulation.
New York: Academic Press.

Brown, H.D. (2002), Strategies for success. White Planes, NY: Longman

Carter, R. Goddard, A. Reah, D., Sanger, K., & Bowring, M. (1997). Working with texts: a

core book for language analysis. London: Rout ledge.




Self-Regulated Learning 64

Chalk, J.C., Hagan-Burke, S., & Burke, M. (2005).The effects of self-regulated strategy
development on the writing process for high school students with learning
disabilities. Learning Disability Quarterly, 28(1), 75-87.

Clay, M.M. (1991). Becoming literate: The construction of inner control. Portsmouth, NH:
Heinemann.

Cohen,' L., Manion, L., & Morrison, X. (2000).Research methods in education ( 5 ed.).
London: Routledge/ Falmer.

Coker, D. & Lewis, W. (2008); Beyond writing next: A discussion of writing research and
instructional uncertainty. Journal of Adolescent and Aduit Literacy, 78, 231-251.

Cooper, J. Hom, S., & Strahan, D. (2007). If only they would do their homework:
promoting self-regulation in high school English classes. Educational Psychology,
152-162.

Corno, L. (2001}.Volitional aspects of self-regulated learning. In B. J. Zimmerman & D.H.
Schunk (Eds.) Self-regulated learning and academic achievement: Theoretical
perspectives (pp.191-225). Hillsdale, NJ: Erlbaum.

Covington, M.V. (1992). Making the grade: A self~worth perspective on motivation and

oot reform. New York: Cambridge.

Diab, N. (2005). Students’ responses to teachers’ feedback: what’s hot and what’s not? In
R. Bahous & N. Bacha (Eds.). Language and change (pp. 64-69). Beirut: Librairie
du Liban.

Dweck, C.S. (1991). Self-theories and goals: Their role in motivation, personality, and

development. In R. A. Dienstbier (Ed.). Nebraska symposium on motivation, 1990

(Vol.38, pp.199-235).Lincoln, NE: University of Nebraska.




Self-Regulated Learning 65

Eilers, L. & Rogers, C. (2006). Metacognitive strategies help students to comprehend all
texts. Reading Improvement, 43 (1) 13-29.

Fraenkel, J. R. & Wallen, N. E. (2006). How fo design and evaluate research in education.
Bosion: McGraw-Hill.

Grabe, W. (2004). Reséarch on teaching reading. Cambridge: Cambridge University Press.

Graham, 8. (2006). Writing: In P. Alexander & P. Winne (Eds.) Handbook of educational
psychology (pp. 457-478). Mahwash, NJ: Lawrence Erlbaum,

Graham, 8., & Harris, K.R. (2003). Students with learning disabilities and the process of
writing: A meta-analysis of SRSD studies. In H.L. Swanson, K. R. Harris, & 8.
Graham (Eds.) Handbook of learning disabilities (pp. 323-344). New York:
Guilford Press.

Graham, 8., & Harris, K.R. (2005). Improving the writing performance of young struggling
writers. Theoretical and programmatic research from the center to accelerate
student learning. Journal of Special Education, 39, 19-33.

Graham, S., Harris, K.R., & Troia, G. (1998). Writing and self- regulation: Cases from the
self-regulated strategy development model. In D.H. Schunk, & B.J. Zimmerman

ds. ) \Self-regulated tearning: From teaching to self-refiective practices {p 30).
New York: Guilford.

Graham, S., & Harris, K.R. (1999).Assessment and intervention in overcoming writing

difficulties: An illustration from the self-regulated strategy development model.

Language, Speech, and Hearing Services in Schools, 30, 255-265.

Graham, 8., & Perin, D. (2007a).A meta-analysis of writing instruction for adolescent

students .Journal of Educational Psychology, 99(3), 445-476.




Self-Regulated Learning 66

Graham, S., & Perin, D. (2007b). Writing next: Effective strategies to improve writing of
adolescents in middle and high school ‘Washington, DC: Alliance for Excellent
Education.

Gonza’lez Torres, M.C. (2003). De los deseon a la accio’n: estrategias para favorecer la
automotivaction de los alumnos. [From desires fo actions: strategies for
encouraging student-self motivation.] Paper presented at the 5% Workshop on
Pedagogical Innovation. Attendis Colegios, Algeciras.

Harrts, K.R., Graham, S., Mason, L., & Saddler, B., (2002). Developing self-regulated
writers. Theory into Practice, 41,110-115.

Hilden, K. & Pressiey.(2007). Self-regulation through transactional strategies instruction.
Reading & Writing Quarierly, 23(1), 51-75.

Homer, S.L. & O’Connor, E.A. (2007).Helping beginning and struggling readers to
develop self-regulated strategies: A reading recovery example. Reading & Writing
Quarterly 23 (1), 97-109.

Kaplan, A., Middleton, M.J., Urdan, T., & Midgley, C. (2002). Achievement goals ;lnd
goal structures. In C. Midgley (Ed.) Goals, goal structure and pattern of adapiive

earning {pp-21=53)yMahwah, NJ:-Erlbaum:

Lee, K. & Young, D. (2001). Instructional principles for self-regulation. Educational
Technology, Research and Development, 49-93-104.

Lewis, G., Mitchell, E., Many, I., & Fyfe, R. (1996). Traversing the topical landscape:

Exploring students’ self-directed reading-writing-research process. Reading

Research Quarterly, 3, 12-35




Self-Regulated Learning 67

Lienemann, T. O. & Reid, R. (2006). Self-regulated strategy development for students with
learning disabilities. Teacher Education and Special Education, 29, 1, 3-11.

Locke, E.A., & Latham, G. P. (1990). 4 theory of goal setting and task performance.
Englewood Cliffs, NJ: Prentice Hall.

Manson, L. H., Snyder, K., Jones, D. P. & Kedem, Y. (2006). TWA+PLANS strategics for
expository reading and writing: Effects for nine fourth-grade students. Exceptional
Children, 73, 1, 69-89.

McCombs, B. J. & Marzano, R. J. (1990). Putting the self in self-regulated learning: The
self as agent in integrating will and skill. Fducational Psychologist, 25, 51-69.

Neuman, S. B., & Roskos, K. (1997). Literacy knowledge in practice: Contexts of
participation for young writers and readers. Reading Research Quarierly, 32, 10-32.

Paris, S., G., & Newman, R.S. (1990). Developmental aspects of self-regulated learning.
Educational Psychologist, 25, 87-102.

Perry, N.E. (1998). Young children’s self-regulated learning and contexts that support it.
Journal of Educational Psychology 90, 715-729. |

1y, N., Hutchinson, L. & Thauberger, C. (2007).Mentoring student teachers 1o design
and implement literacy tasks that support self-regulated reading and writing.
Reading & Writing Quarterly 23, 27-50.

Perry, N., Phillips, L. &, Dowler, J. (2004).Examining features of tasks and their potential

to promote self-regulated learning. Teachers College Record, 106, 1854-1878.




Self-Regulated Learning 68

Perry, N., Phillips, L. &, Hutchinson, L. (2006). A comparison of experienced and
beginning teachers’ support for self-regulated learning. Elementary School Journal,
106, 237-254.

Perry, N .E. & VandeKamp, K.O. (2000). Creating classroom contexts that support young
children’s development of self-regulated learning. International Journal | of
Educational Research, 33,821-843,

Perry, N .E. Walton, C., & Calder, K. (1999). Teachers developing assessments of carly
literacy: A community of practice project. Teacher Educaiion and Special
Education, 22, 218-233,

Phillips, A, & Phillips..(2007).The skills in English. London: Garnet Publishing Ltd.

Pressely, M. & Afflerbach, P. (1995). Verbal protocols of reading: The nature of
constructively responsive reading. Hillsdale, NJ: Erlbaum.

Pressley, M., & Harris, K. ( 2006).Cognitive strategies instruction: From basic research to
classroom application. In P.A. Alexander & P. Winnie (Eds.) Handbook of
educational psychology (pp. 265-286). New York: MacMillan.

Printrich, P.R. (2000). Educational Psychology at the millennium. A look back and a look

orward.- Fducational Fsvefroloey, 35, =226
Printrich, P.R. & Schunk, D. H. (2002). Motivation in education: Theory, research and
applications. Englewood Cliffs, NJ: Merrill.
Randi, I. & Corno, L. (2000). Teacher innovations in self-regulated learning. In P. Printich,

M. Boekaerts, & M. Zeidner (Eds.) Handbook of self-regulation (pp.651-685).

Orlando, Fl: Academic Press.




Self-Regulated Learning 69

Reynolds, W.M. & Miller, G.E. (2003). Current perspectives in educational psychology. In
W. M. Reynolds & G.E. Miller (Eds.). Handbook of psychology (pp. 3-20.)
Hoboken, NIJ: Wiley

Schunk, D. H. (2001). Social cognitive theory and self-regulated learning. Review of

| Educational Research, 57, 149- 174, |

Schunk, D. H. (1987).Peer models and children’s behavioral change. In B. Zimmerman &
D.H.Schunk (Eds.), Self-regulated learning and academic achievement: Theoretical
perspectives (2" ed., pp. 125-151).Mahwah, NJ: Erlbaum.

Schunk, D., Hanson, A. & Cox, P.(1987). Peer model attributes and children’s achievement
behaviors. Journal of Educational Psychology, 79, 54-61.

Schunk, D., & Rice, J. M. (1993). Strategy fading and progress feedback: Effects on self —
efficacy and comprehension among students receiving remedial reading services.
Journal of Special Education, 27, 257-276.

Schunk, D. & Swartz, C.W., (1993a). Goals and progress feedback: Effects onself-efficacy
and writing achievement. Contemporary Educational Psychology, 18, 337-354.

Schunk, D. & Swartz, C.W., (1993b). Writing strategy instruction with gifted students:

Efiects of goals and icedback on self-efficacy and skills. Roeper review, 15, 225-
230.

Schunk, D. & Zimmerman, B. (1994). Self-reguiation of learning and performance: Issues
and educational applications. Hillsdale, NJ: Erlbaum.

Smith, M. & Osborn, M. (1999).Doing interpretative phenomenological analysis. In M.

Murray & K. Chamberlain (Eds.).Qualitative health psychology: Theories and

methods. London: Sage.




Self-Regulated Learning 70

Swan, J. (2001). Recording and transcribing talk in educational settings. In Candlin,
Ch.and Mercer, N. (Eds.). English language teaching in its social context (pp. 323 -
344) London: Routledge.

Tseng, W., Dornyei, Z. & Schmitt, N. (2006).A new approach to assessing strategic
learning: The case of ‘self-regulation in vocabulary acquisition. Applied Linguistics
27 (1), 78-102.

Turner, J.C. (1995). The influence of classroom contexts on young children’s motivation
for literacy. Reading Research Quarterly, 30, 410-441.

Wong, B. Y., Harris, K.R., Graham, S. & Butler, D.L. (2003). Cognitive strategies
mstruction research in learning disabilities. In H. L. Swanson, K.R. Harris & S.
Graham (Eds.). Handbook of learning disabilities (pp.383-402).New York:
Guilford Press.

Zito, J. R., Adkins, M., Marva, G., Harris, K.& Graham, S. (2007).Self-regulated strategy
development: Relationship to the social-cognitive perspeciive and the development
of self-regulation. Reading& Writing Quarterly, 23 (1), 77-95.

Zinﬁnerman, B. (2000). Attaining self-regulation. A social cognitive perspective. In M.

D Py 1 [ 2r 1} 1 o b2 Sy
at o] = = X N a1 i i Ada V s dban it 30 -
v d e L« 5 L+, n L ST R OOCHT ) HIILio P

L)

41). San Diego: Academic Press
Zimmerman, B. (2001).Achieving self-regulation. In F. Pajares & T. Urdan (Eds.),
Motivation of adolescents (pp. 1—23). Conneciicut: Information Age Publishing.

Zimmerman, B. (1989).A social cognitive view of self-regulated academic learning,

Journal of Educational Psychology, 81, 329-339,




Self-Regulated Learning 71

Zimmerman, B.J. & Bandura, A. (1994). Impact of self-regulatory influences on writing
course attainment American Educational Research Journal, 31, 845- 862.

Zimmerman, B.J, Bandura, A. & Martinez-Pons, M. (1992). Self-motivation for academic
attainment: The role of self-efficacy beliefs and personal goal setting. American
Educational Research Journal, 29(3), 663-676.

Zimmerman, B., Bonner, S. & Kovach, R. (1996).Developing self-regulated learners:
Beyond achievement to self- efficacy. Washington, DC: American Psychological
Association.

Zimmerman, B. & Schunk, D. (2007). Influencing children’s self-efficacy and self-
regulation of reading and writing through modeling .Reading & Writing Quarterly
23 (1), 7-25.

Zimmerman, B. & Schunk, D. (2001). Self-regulated learning and academic achievement.
Mahway, NJ: Lawrence Erlbaum Associates Publishers.

Zimmerman, B. & Schunk, D. (1997). Social origins of self-regulatory competence.

Educational Psychologist, 32,195-208.




Self-Regulated Learning 72

Appendix A:

Standardized Open-ended Interview
Pre-planned questions:

1)
2)

3)

4)

5)

6)

7)

8)

How long have you been teaching?
Do you follow a certain method in teaching reading and writing?

What do you do if you are teaching a topic in reading and writing for the first
time?

If you have novice writers and readers in your classroom, what do you do to
enhance their reading and writing skills?

Do you follow any strategy in teaching reading and writing? What are these
strategies?

What do you think about using models in teaching reading and writing? Do you
think they are useful?

How do you feel about disregarding social support and apprenticeship in teaching?

To what extent are you anxious about you students’ achievement?
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Appendix B

Interview 1

Transcription of the Interview ( Text 1)

[Interviewee is abbreviated to "I" and teacher to "T"]

(General Setting: Interviewee and teacher are sitting face to face at a wooden desk.

The tape-recorder is positioned to audio their exchange).

Interviewer's indication of intention

The transcription symbols used for the oral semi-structured interview in this paper are as
follows:

Use full stops (.) in round brackets to indicate a pause of a half a second.
An abrupt (-} cut off or self interruption of the sound in progress.

Voiced hesitation are marked (Uh, Um )

Pauses are marked with dots ----

Stressed words are underlined

Kinesics signals are italicized inside round brackets.

Prosodic and paralinguistic features( such as intonation) are indicated by T
rise of intonation .

To mdicate simultaneous speech with a square bracket. ..... |

(( ) editorial comments, transcriptionist’s description.

> < delivery at a quicker pace than the surrounding talk.

Sound Streich: we use the colon to indicate that the prior sound is prolonged.

This symbol | followed by a period is used to indicate a falling intonation at the
beginning of the sentence and when it ends.

An exclamation mark indicates an animated tone; it is followed by a period, which
indicates the ending of a sentence.

When a sentence/group of words is spoken in a fast tone, then we put x’s under the
words or sentences.

The sign = is used when the two speakers talk one after the other without
interrupting one another
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* Question marks are used for all rising intonations followed by a period, they are
used at the beginning of the sentence and when it ends.

Interviewer indication of intention
I. T.> <Hello Miss X, I want to interview you and ask you some questions.
2. Interviewee: Hello Miss |
Stanza I
3. T.> < The first question I would like to ask you: How long have you been teaching?
4.1 : I graduated in 1985 . I taught at X and now X.I have been teaching since I got my BA.
years.(Ah--) Let me 5.explain: | ummm I guess yeah, It is my 23" years of teaching in the
Intensive programs{.) I was teaching English as a second foreign language to students aged
between 17 and 19. (Eh--). And for the past 6 years I’ve been teaching here at X and now
called X University, so this is my 20th vear |.
Stanza Il
9. T: > < Do you follow a certain method in teaching, reading, and writing?
10.I' : ( Uh, Um )The most important thing I think about teaching (pause) --- is to make

11.my students interested T about what they are learning, if they like what they are

IZJearming they are gomng to be mottvaied !. ({(took a breath 1n)) but ummm (-----} .In this
13.aspect I follow variety of methods. I believe we are not a reading nation. 15, So, -------
14.I motivate my students by using a lot of strategies to arouse their curiosity.

[ Oh, yes--~-]
Stanza III

19. T: What do you do if you are teaching a topic in reading and writing for the first

20 time?
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21. I. What I always ATdo before every lecture, I research it. T get several sources, several
22 background, and (pause). I make up a list of questions to arouse the students’ curiosity.
23.80, I start with asking questions in class and getting some feedback from the students,
24.and then I give them my own feedback, and it’s always an interactiveT class.

[ Interrupted]
23. T: [Let’s say these students are not interacting, what do you do for them?]
26. > <? I am a very active teacher. If students are not responding in my class, ((nodding
27 her head)), I start teaching them the basic skills!. (Um)
287 Now (------ ) I won’t tell that most of my students are interacting with me. ><You
29.always have some students who are irresponsible. I am a university teacher, I
30.encourage the weak students who are really working hard, and I am really indifferent
31.with the careless students.

32.T:=[ Oh, yes----]

Stanza IV
33. T: = > < K you have novice writers and readers in your class, what do you do to

34.. enhance their reading and writing skills?

35. We start with the basics, yes, so ----- you know, I always give them the basic skills.
36. > <We usually start step by step! So::: teaching novice readers and writers is the most
37.challenging jobs to the teacher. It requires the teacher’s creativity to put these novices

38.students at the correct track. I always teach them one skillT at a time. Then, later on

39.our students will meet us half-way by the end of the intensive course.




Self-Regulated Learning 76

Stanza V

40.T= What do you think about using models in teaching reading and writing?

41. Do you think they are useful?

42.I. = Models are helpful for novice readers and writers mentally but not on papers > <
43 When you are dealing whether with novice or advanced students ,you need to teach
44.them mapping :::because they do not know how to differentiate among the various
45.parts of the selection They do not recognize the structure .Fore example, what’s the
46.main idea is all about, where are the supporting details, the concluding sentence .
47.What is the function of a topic sentence, how we write a coherent paragraph! So for
48.novice writers, yes!! I guide them step by step. And I give them writing skills in
49.details, but for advanced students I teach them the whole thing globally and not in

50.parts.

Stanza VI
51.T:= How do you feel about disregarding social support and apprenticeship

52. in teaching?

54. (-) and the teacher’s presence is a must, where the students can interact accordingly.
55> < You know what I mean. ((did a tick sound)) ummm (-----):
56.T. [ehmmm]

57. I. =7 [> <When you have weakness in writing, you detect their problem and you start

58.teaching them even the sentence structure to enable them to write a correct sentence. |
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59.really believe in grammar. Though I teach process writing and the grammar rules, I

60.always refer to concept mapping to release their anxiety from being worried.

Stanza VI

61.T: =To what extant you are anxious about your students’ achievement?

62.I try my best to help the very weak students,(-) T try to motivate them and encourage
63..them to use new strategies to help them. Yet, if they do not work hard it is their
64.problem. I try to teach them critical thinking, if they show improvement I celebrate it
65.1f not I would be indifferent to their carelessness as a university teacher

66.Any way, students should be responsible to their learning,

67.T= Thank you!! --- I really took part of your time. (.) I appreciate your valuable
68.interview,

69..I=: Never mind, you’re most welcome.

Before the interview

The researcher chose Miss X 1o be her interviewee because she knew that she has
been involved in the intensive program for teaching English as a foreign language for more
than 20 years at X University. She has been an active participant in this domain. Moreover,
Miss X is known by the researcher, so if the latter wants information for later use, Miss X
will provide them. The interviewee is an honest and motivated person. The rescarcher was

expecting from the interviewee to answer all the questions and to enlighien her with more

ideas. The interview with Miss X facilitated the access to events and activities the
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researcher could not directly detect because they occurred in the intensive classes the
researcher does not teach. The researcher went to Miss X’s office on Thursday, June 20,
and talked to her: “Goed morning, I am Mrs. S. and I need your precious time to have this
short interview for my project. My research topic is about modeling of instructions and
how it enhances self-regulated learning environments for college students in both reading
and writing. I would like to get some of your ideas regarding the application of these
mstructions and strategies used at X. Of course, the researcher told Miss X that the
interview will be for 15 minutes and recorded. The interview took place in the office of
Miss X in the English Department, at the university. Miss X told the secretary to hold any
telephone calls until the end of the interview.

The researcher checked the functioning of the tape recorder. She did not have the
questions with her but points written down on paper in order to maximize the informal
nature of the interview. The researcher started with general questions and then moved to
more complicated ones. During the interview the researcher asked some probing questions
that were not on the questionmaire outline because some times questions were spontaneous
to clarify a certain point, and the researcher needed these answers as a réphrasing of the
‘ “j‘.“‘ l‘. O make > [13 l'_l‘l‘.“ and e researchcr jave the same
frame of reference. During the interview the researcher showed total respect for the
interviewee in being an active listener and talking a lot. The researcher talked in a non-
judgmental way in order to let the interviewee talk as much as she/he can and express
herself/ himself freely without interruption, so as to collect more data. During the interview

the researcher asked open-ended questions. More specifically, the type of questions

included background or Demographic, knowledge, experience, opinion, feelings and
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sensory questions. In addition, the researcher showed interest and enthusiasm during the
mnterview because the topic is related to his/her field of interest. The researcher took notes
during the interview to record gestures, pauses, smiles, and the feeling of surprise of the

interviewee to remember every single act of the interviewee.

Interview 2

[Interviewee is abbreviated to "I" and teacher to 'T"]

(General Setting: Interviewee and teacher are sitting face to face at a wooden desk.

The tape-recorder is positioned to audio their exchange).

Interviewer's indication of intention

The transcription symbols used for the oral conversational text in this paper are as follows:

Use full stops (.) in round brackets to indicate a pause of a half a second.

An abrupt (-) cut off or self interruption of the sound in progress.

Voiced hesitation are marked (Uh, Um )

Pauses are marked with dots ----

Stressed words are underlined _

Kinesics signals are italicized inside round brackets.

Prosodic and paralinguistic features{ such as intonation) are indicated by T

rise-of intonation

To indicate simultaneous speech with a square bracket. ..... f

(( ) editorial comments, transcriptionist’s description.

> < delivery at a quicker pace than the surrounding talk.

Sound Stretch: we use the colon to indicate that the prior sound is prolonged.

This symbol | followed by a period is used to indicate a falling intonation at the

beginning of the sentence and when it ends.

e Anexclamation mark indicates an animated tone; it is followed by a period, which
indicates the ending of a sentence.

e When a sentence/group of words is spoken in a fast tone, then we put x’s under the
words or sentences.

o The sign = is used when the two speakers talk one after the other without

interrupting one another
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Transcription of the interview

Interviewer indication of intention

1. T.> <Hello Miss Y, ] want to interview you and ask you some questions.

- 2. Interviewee: Hello

3. T.> <: The first question I would like to ask you: How long have you been teaching?
4.1: The first 11 years I taught at RHS and I’ve been teaching for 16 years.(Ah--) Let me
S.explain: | ummm I guess yeah, the first 11 years I was teaching at RHS(.) and I was
6.teaching English, and French as a second foreign language to students aged between 14
7.and 17. (Eh--). And for the past 6 years I've been teaching here at Y and now called 8.Y

University, so this is my 6™ year |.

9. T: > < Do you follow a certain method in teaching, reading, and writing?
10.I': ( Uk, Um )The most important thing I think about teaching (pause) --- is to make
11.students passionateT about what they are learning, if they like what they are learning

12.they are going to be motivated !. ((took a breath in)) but ummm (-----) .So whether it

13.is reading, writing, grammar, .comprehension, and vocab I don’t care, it is always the
14.same method. T want to arouse their curiosity!

15. So, ~-emm- when I feel they are motivated I feel that I am going to have a nice class (--)
16.and they are enjoying learning English |. Although ((laughs)) students these days are
17.not really into learning the languages, they are a little bit reluctant for doing so---

18. (laughs). ((took a breath in)) but ummm (-----}

[ Oh, yes—--]
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19. T: What do you do if you are teaching a topic in reading and writing for the first
20  time?

21. I; What I My_s Tdo before every lecture, I research it. So, I look in the internet (----)
22.eh--- I get several sources, several backgrounds, and (pause) I make up a list of
23.questions to arouse their curiosity. So, I start with asking questions in class and getting
24.some feedback from the students, and _t_l_lgT I give them my own feedback, and it’s
25.always an interactive class. I hate it when a class is silent. I feel bored, and they feel
26.bored ((coughs)). I don’t want that? and it never happens in my class. So, there is > <

27 always interaction, there is always discussions,? questions and answers, and whether

28.it is a new topic or not I am always prepared and 1 always T bring up-to-date material.

A
29.I hate it when we rehashE or give old material it becomes boring. They are bored, and I

30. feel bored.! :( Prosody)
[ Interrupted]
31.T: [Let’s say these students are not interacting, what do you do for them?]

g very hyperactive teacher: my voice is quite high-pitched; T never have

33.this problem in my class, ((nodding her head)). The class is always lively! . (Um)
34?7 Now (---—--- ) 1 won’t tell that 100 of my students are interacting with me. ><You
35.always find two or three students who don’t care about English, but it’s ok| 36.((

nodding her head)).This is part of the job | (-----) pauses.

37.T:=[ Oh, yes-—-]
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38.1 [= | ummm ] guess yeah .I would ask them about anything that is related to the
39.topic and that I believe they would be interested in |.

407 I won’t ask them about things such as retirement homes in Florida, when I know they
41 .are npot interested in that.T I always ask about topics that are really interesting to

42 .teenagers, young adults, and Lebanese young adults. > < Things that apply to our

43.society. Problems they face on daily basis |.

44 T:=[ Oh, yes--—-- eh..! And added]

45. T: => < If you have novice writers and readers in your class, what do you do to

46. enhance their reading and writing skills?

47. We start with the basics, yes, so ----- you know, | always give them the basic skills.

48. > <We usually write a _rLdelT on the board together! So ::: T get their ideas, their
49.feedback, and we write a paragraph concerning the topic at hand= because let’s say we
50.are in class “2B”(-) gvery week we have a certain topic and this paragraph is written
51.like between me and them. It’s not just me writing on the board. They give me certain
52.ideas! So:: I rephrase them. I correct their English. Once the model Tis on the board,

53.they have to copy it, and then every Thursday they have to write a similar paragraph at

54’home and they come to class!. So--—- We read the paragraphs together, we correct
535.them orally, and the students get their own feedback this way |. (-) Students these
56.days are not really into writing. ((took a breath in)) So, ----- we fry our best to

57.encourage them to write more, and ~----- to keep a journal or a diary.

58.T: > < Do you think this modeling of writing strategy is a good strategy?
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59.I:= ? Yes, I've tried it several times, and I've seen students changing from neutral, or
60.negative, or passive, into gc_tiygT students.> < The minute you talk to them about
61.topics they’re not interested in, they become more bored. [ Interrupted]

62.T:= Stop listening |

63.1: = [Exactly.

64.I'= (-) And because I teach “Public Speaking™ the skills that I use in this class, I

65.always apply it in my classes!! So, eye contact, body language, the tone of my
66.voicel!! : I do so many things to make them motivated (()). [ Interrupted]

67.T: = Do you follow any strategy in teaching, reading, and writing? What are these
68. strategies?

69.1: =| Not really----! I don’t have any particular strategy------ ; 1t all depends on the
70.class and the level of the students. I mean the more, the more, proficient they are in
71.the language, the more complicated the strategy would be. > < But in general, I guide
72.them, I help them, and I always start by saying this: My mother taught me that, Life is
73.a teaching process, Life is a learning process!_ (=)TA , I am your teacher----right----- but

74.1 can learn from you as much as you are going to learn from me. So ---—---- and that’s

75.why T say I make mistakes, you make mistakes. I'll make fewer mistakes than you will
76.because I am more experienced? But, it doesn’t mean I am perfect. > < If you make
77.mistakes don’t feel shy, don’t feel embarrassed, and don’t feel intimidated, I know
78.that English might sound difficult to you , but most of the time I am here to help
79.them.--—-- just pass these obstacles , to get over t0,--~--- overcome these obstacles, the

80.language barrier |.

81.T=: What do you think about using models in teaching reading and writing?
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82. Do you think they are useful?

Interviewee: Sometimes yes. We talked about that. Sometimes they are especially for
novice writers. When you are dealing with advanced students you don’t need to give them
models because they already know what a topic sentence is, what main ideas are all about,
supporting details, the concluding sentence , what are the two functions of a tobic sentence,
how we write a coherent paragraph. So for novice writers, yes. I guide them step by step.
And I give them writing skills in details, but for advanced students not really.

Teacher probing question: what about advanced students, if they don’t need these
models, do you think they are going to use it because they aiready know it on their
own and know their own way of writing?

Interviewee: Some of my students are really advanced. They impress me and 1 challenge
them with interesting topics and they become like they want to write. They want to tell me,
in one class I still remember, I asked them to talk about their personality, and I asked them
to write a short paragraph about 6 sentences. One of my students, Natally, she wrote like 2
pages she wanted to tell me about herself. I'd loved her reading it although, there were
many mistakes. Everybody makes mistakes we arc hére to teach them how to correct their
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every single detail about her with me and this is like a privilege relationship between me
and my students. This is the bond.

Teacher: How do you feel about disregarding social support and apprenticeship in

teaching?
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Interviewee: Because I'm passionate about teaching, and the students feel it, and they
interact accordingly. You know what I mean. When you give more heartedly they can feel
it, so they give you back whole heart and this give and take for the past 17 years is very
successful. Moreover, I iry to help them as much as possible in class, but 'm always
available during class hours, and they know my door is always open. So , evenif 'mina
hurry, I always give a student 5 minutes of my time because I think these little tips or
pieces of advice from someone who is more experienced than they are gives value to them
and students always need a listening ear. They might not find it at home because sometimes
their parents are overloaded with work, they don’t listen to them. They come to me as an
older friend, another sister, and I found that this kind of support, emotional, moral,

psychological, it gives them a lot of support.

Teacher: To what extent are you anxious about your students’ achievement?

Interviewee: My God! My God!

Teacher: Really! To that extent

I don’t sleep. Students’ échievement it is like they are my sons and daughters and I want
henmto succeed and I don’t want any one in class to fail. So I try my best even for the very

weak students, I try to motivate them and encourage them. And sometimes in the middle of

the night, I would be sleeping, I swear I’'m not saying this up, I wake up and turn on the

light because I have an idea. I take a sheet of paper and I start writing up things I want to

do the next day. And I always come up with new ideas, new strategies to motivate them, to

encourage them, certain questions, like baving a twist to the same question I asked before.




Self-Regulated Learning 86

So I do a lot to encourage them, they are motivated. So, I found myself in teaching, T took
it from my mother and grandmother.

Looking at the watch

Teacher: Thank you. I really took a lot of your time. T appreciate your patience.

Interviewee: Never mind, you’re most welcome.
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Transcription of the Interview (Text 3)

[Interviewee is abbreviated to "I'" and teacher to 'T']

(General Setting: Interviewee and teacher are sitting face to face at a wooden desk.

The tape-recorder is positioned to audio their exchange).

Interviewer's indication of intention

‘The transcription symbols used for the oral semi-structured interview in this paper are as
follows:

Use full stops (.) in round brackets to indicate a pause of a half a second.
An abrupt (-} eut off or self interruption of the sound in progress.

Voiced hesitation are marked (Uh, Um )

Pauses are marked with dots ----

Stressed words are underlined

Kinesics signals are italicized inside round brackets.

Prosodic and paralinguistic features( such as intonation) are indicated by T
rise of intonation .

To indicate simultaneous speech with a square bracket. ..... [

({( ) editorial conuments, transcriptionist’s description.

> < delivery at a quicker pace than the surrounding talk.

Sound Stretch: we use the colon to indicate that the prior sound is prolonged.

I'nis symbol'| followed by a period 1s used to indicate a falling intonation at the
beginning of the sentence and when it ends.
An exclamation mark indicates an animated tone; it is followed by a period,
which indicates the ending of a sentence.
When a sentence/group of words is spoken in a fast tone, then we put x’s under
the words or sentences.
The sign = is used when the two speakers talk one after the other without
interrupting one another
Question marks are used for all rising intonations followed by a period, they are
used at the beginning of the sentence and when it ends.
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Interviewer indication of intention

I. T.> <Hello, Dr. Z I want to have an interview with you and ask you some guestions.

2. Interviewee: Hello

Stanza I

3. T.> <: The first question I would like to ask you: How long have you been teaching?
4.1:1was areturning student like you , where I started my Doctoraie Program in 1987
5.1 worked for my Master Program in the writing center as a graduate Assistant in 6.1985
.So; basically 1 started teaching in 1995. Then I taught from that date till now.

Stanza 11

7. T: > < Do you follow a certain method in teaching, reading, and writing?

8.1: ( Uk, Um ) (pause) --- My Doctorate was about composition and Rhetoric and as [
9.came from the United Stated , ((took a breath in)) but ummm (-----) , we do not use a
10.particular method. Our tradition in Education made us exposed to various theories that
11.do not promote one theory or strategy. Ever since I taught university students in the
12.Intensive Programs, 1 always believed that it is impo.rtant to provide students with a lot

13.0f time to read then write because both skills have long processes with different

‘ T4 phases.
[ Interrupted]
15. T: [Do you think reading and writing go hand in hand?]
16.1:=[ Oh, yes----] . [= | ummm I guess yeah .I would ask them to write about any

17.article we have discussed and read about, then they would write about what is related

18.tothe topic and that I believe they would be interested in |.I really believe to be a

19.writer, you have to be a good reader. From my own expeﬁence at the US, I always ask
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20.my students to write about their own experience, to write about anything that is
21 favorite to them. Moreover, I would ask students to read the articles related to the
22 topic in pairs, and afterwards write about it. For example, I would ask them to write

23.about immigration after being exposed to many articles about this topic.

Stanza III
24. T: What do you do if you are teaching a topic in reading and writing for the first
25. time?
26. I: What I MT do , I start with asking questions in class and getting students’
27 feedback. In generating classroom discussions students share their ideas, and then
28.they pre- write their own feedback and ideas on papers, and discuss them among
29.themselves. Students are always interacting; there are always discussions, questions
30.and answers.

[ Interrupted]
Stanza IV

31. T: [Let’s say these students are novice, what do you do for them? Do you write
32. a model for them?]

33.T: = If there 1s a particular assignment, let’s say a critique. I would use the example
34.that is in the textbook and I would ask the students to refer to it. I do not write a model
35.on the board. I just get a sample paper from the previous class and show the students

36.how their previous peers did it. I do this to make them familiar with this new

37.environment they are faced with. Students then would be relaxed and would refer to
38.these texts or examples if they are in trouble.
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Stanza V
39.T= What do you think about using models in teaching reading and writing?
40. Do you think they are useful?

41.I1: = No. I would use pre-writing, discussions, and pair-work.

Stanza VI

42.T:= How do you feel about disregarding social support and apprenticeship

43. in teaching?

44.1:=1feel strongly that they should be supporied .In each classroom we have a large
45 number of individuals so the teachers and the students have limited time in class. I
46.personally like face to face feedback with every student alone where students who are
47.struggling have the chance to understand their problems and get the appropriate advice
48.accordingly.> < You know what I mean. ((did a tick sound)) ummm (-----):Individual

49 conferences are quite beneficial .

50.T. [ehmmm]

Stemza Vil

51.T: =To what extent are you anxious about your students’ achievement?

52.Well, I am anxious about my students’ achievement. I feel that students should be
33.supported. It’s part of the teachers’ job. Being a teacher sometimes I am surpﬁsed

54.with my students” accomplishments and I feel worried about their progress. Any way

55.we teach the required academic writing,
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56. It is really quite a fantastic job that has a unique relationship between the teacher and

57 the student.

58.T=Thank you!! --- I really took a lot of your time. (.) I appreciate your patience.

59.I=: Never mind, you’re most welcome.
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Appendix C

Samples of Classroom Observations

Sample One:

In this aspect, I observed a Reading Recovery Intensive Program that helps at risk college
students’ transition back to regular classrooms. In this program, students are trained to have
the skills and strategies needed to maintain the ability to read and grow as a reader (Clay,
1991). The Reading Recovery teacher teaches strategic activities to support struggling
readers in developing a self-extending system of strategies that help students to continue
developing as readers afier the Reading Recovery sessions are over. The teacher creates a
lesson format, teaches strategic activities such as implied main idea, inferences,
sequencing, summarizing, predicting, paraphrasing and clarifying difficult words that
would foster comprehension monitoring and reading comprehension. These strategies
would help students to become self regulated strategic readers who are highly competent at
comprehending texts and eventually would improve their academic achievement in formal
educational settings (Bajsanki & Kolic — Vehovec 2006). What has caugiﬁ my attention in _

the observation I coded for two weeks is that the Reading Recovery teacher used variety of

readers become self regulatory. The teacher teaches what students need to Iearn to progress
to join regular classes. Although the type of the interactions between the student and the
teacher did not change throughout the program, what really has changed is the problem

solving done by the students and the strategies that the student is called upon to use. In this

sense, teachers help students to become self-regulated readers. The book the teacher used

was mainly sct up for this purpose. The book taught students skills that they need to
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improve their reading comprehension .For example, while the teacher was explaining the
inference skill, the reading instructions were made by the teacher to guide the students and
model for them how inferences can be inferred from the paragraph they have read in class.
Then, students try to emulate the teacher in another paragraph. Moreover, the teacher
extended teaching students higher order of thinking by using higher order of questions and
complex tasks. For example the teacher asked them, "What do you think the author is
trying to say about gender talk?" “How nowadays gender talk is like? How was it in the
past?
The teachers’ questions forced the students to express their opinions by using inferences
from the text and behind the text in relating the text- to the world.
Moreover, the teacher used discourse analysis when trying to link relations between the use
of tag questions and gender. These interpretations relate the function of grammar to the
students’ lives, Students in the program had opportunities to evaluate their learning
throughout every chapter. On Friday session, the teacher asked” Who can tell what
happened in our previous lesson? And the teacher repeated the following question more
than once “Where have we heard that before?” This required question by the teacher made
udents reflect om what they had learned previously during their program. These
reflections created opportunities for learners to evaluate and control their learning that will
finally lead them to internal sources of what they have learned before. The teacher was
trying to give specific feed back in a non-threatening situation for the students thereby

strengthening their self-control level of self regulation and their self-efficacy (Perry,

Hutchinson, & Thauberger, 2007).
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One time the teacher asked the students to visit the library and read articles of their choice
from the “Reader’s Digest” magazine, students were motivated and some got articles to
class the next session. Unfortunately, because teachers worried about lack of time to finish
the syllabus, students were not given the opportunity to share their readings with their
classmates; though Turners (1995) examined how reading tasks influence young students’ |
engagement in learning. Teachers who assign open tasks tend to teach reading skills in the
context of authentic reading activities, {(e.g. teaching print concepts as they appear in the
book the class was using), model straiegic thinking, and problem solving. In this aspect, the
teacher discusses metacognitive strategies appropriate to complex reading tasks. In
contrast, closed tasks and activities limit students’ opportunities to make decisions or
control their learning. These close tasks engaged all students in identical seatwork which
they completed independently. Yet, these closed tasks focused on basic reading skills a part
from authentic reading activities. Such closed tasks are used to provide instruction in the
context of teacher-directed Reading Recovery Program. However, in order to engage
students in self-regulated reading,rteachers should design open tasks to support SRL (Perry,
Hutchinson, & Thauberger, 2007). |

Every time before the session eiids, the Reading Recovery teacher offers students
challenging tasks such as reading two or three stories, On another occasion, the teacher
offers the leamers a take home exam. In this respect, I think the teacher is helping the
students to acquire self-regulation. Tasks that are challenging to students will motivate
them and stimulate students’ engagement. Beginning with tasks that a student can

accomplish will immediately provide students with opportunities of success. Students are

likely to be persistent in their efforts while completing increasingly difficult tasks. Another
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way to assist students with challenging tasks is to identify methods students can use in
problem solving. For instance, modeling skills in comparing / contrasting, using analogies,
and paraphrasing can all encourage students to take responsibility for their own leamning
(Cooper, Horn, & Strahan, 2007). In another session, the Reading Recovery teacher
modéled the use of comprehension strategies in thinking aloud- as a text was read. The idea
was o impress the struggled readers during their reading instruction. In this context, Hilden
~ and Pressley (2007) conducted a lesson making text-to-self connections while reading a
book. Moreover, another instructor modeled question asking during reading with group of
struggling readers. On one occasion, the Reading Recovery teacher modeled a lesson in
. finding the important ideas in a text which was effective for teaching instruction. In this
lesson, the teacher drew the students’ attention on how a full-time job affected students'
achievement especially college students whose priority is to study and not to work. In this
specific choice of the text, the teacher actually was able to implement the strategy of
eliciting the main idea; in addition, to relating the text to self-connection. Moreover, the
proper choice of this text reported students' motivation and attention when modeling the
strategies. The students were expréssing their thought freely and generating ideas
pontareousty. T think this s very important to have stodents practice the sirategies witl

texts at their instructional level and with texts that promote students’ conservations that
lead to discussions especially about their lives.

I have noticed that at the beginning of every session, the Reading Recovery teacher wrote
the difficult vocabulary words on the board where students would encounter in their story.

In this manner, the teacher reported that students have problems with vocabulary that

hindered the learners' from comprehending the text. These struggling students could not
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use the strategies effectively if they could not read and understand the meaning of majority
of the words mn the text. Also, some times the students would infer the meaning of words
by using context clues. In this sense, I think the teacher was trying to avoid students to read
at a frustration level. The students will not understand what the story is about if they do not
know the background knowledge‘to construct a coherent understanding. Such words were
“Superstitious, “Scrutinize”, fastidious™, “Cobbler”, and “goldsmith”.

During the observation, the Reading Recovery teacher always modeled the strategy by
using concept maps. These concept maps identify patterns students knew and practiced on
different essays. Every essay has a map for its topic seﬁtence. For example, essays that
use a lot of examples, students drew a rectangle for it. Students in this manner identify
patterns of an essay with diagrams. In this example, 1 noticed that learners are becoming
conscious by using these models. Students are becoming active readers through instructions
that are modeled by the teacher, followed by student practice; meanwhile, the teacher was
offering continuous and additional reinforcement of these skilled strategies instructions as
needed by students. As students practice strategies in using these procedures, they would
gradually become self - regulated. These struggling students not only would be able to

ceute the strategy, but also would know where and when to use the strateey (transfer o

strategies) .Such instructions can produce large gains in reading comprehension (Hilden &
Pressiey, 2007).

As the teacher was explaining the difference between summarizing and paraphrasing in the

reading text, the teacher used visual literacy where the teacher called the students’ attention

to graphic organizers. In this manner, the Reading Recovery teacher helps students sec

different structures in informational texts. I believe the Reading Recovery teacher did a
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great job of modeling the sirategies by explicitly teaching when and how to use them. But
the problem is that could these struggling students use the strategies independently when
they read? For example, when the teacher explained the strategies of comparing and
contrasting, summarizing and paraj)hrasizing via a graphic organizer, students did not
docuﬁqent their events on forms or handouts. Students did not fill graphic organizers that
organized their summaries into sequential events. An activity could have been done to
mediate between the tea:her modeling and explicit cueing to have a complete
internalization of the strategies by the students. These activities would give the students
more control in reporting the strategies while the teacher is still providing feed back to
internalize the strategies while reading. Although these teaching tools such as, the.
organizer in this example, and other tools such as the KWL charts were helping students to
understand the text, many adult readers rarely write out a formal KWL chart while
attacking a book or a text (Hilden & Pressley, 2007). In other words, these tools
represented a step and the road to self-regulated reading comprehension and not fhe end
goal or self-controlled level of reading comprehension. I think this is true due to the fact

these strategies should be taught and developed in elementary, middie school, and high-

hoo hrowgsh ons—that-bes with—tes odeling o ; —followed by
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students’ practice, including the teacher’s reinforcement of the skilled strategies and
additional instructions as needed by the student.

It is said that one learns to write by reading. The writer writes on the premises of the
reader in taking the readers’ expectations into account and in shaping the texts to meet the

audience expectation. Although the Reading Recovery teacher mentioned that and

explained it, a writing task would have been done in class where students would be
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involved in writing summaries about the paragraph they read about. In this way, students
would develop a sense of peer feedback on their work and have metalanguage useful for
thinking and talking about the reading. Though the teacher used the teacher- centered
classroom, a traditional teaching method, students were passive as the teacher used teacher-
directed instructive methods. I think this way of classroom managemenf is encouraged only
in Reading Recovery Programs where students have to focus on skills learned and not to be
off task while seated in student-centered fashion. Students seemed comfortable as the
teacher was monitoring the students’ work without having the struggled learners being
thrilled or irritated among their colleagues. While the Reading Recovery teacher was
explaining for the students the concept of “Urban Legend” in the story of “The Nightingale
and the Rose”, the teacher exposed the struggled learners to theme identification which
empowered the learners’ higher-order comprehension skills and critical literacy. In this
respect, the teacher was treating the text actively along with the struggled students. The
learners deeply dealt with the content of the story and related the incidents of the story to
their real life situation. In another story “ A Letter to Olivia”, the teacher implemented the

reader’s knowledge of the text and the conventional roles of the readers of this genre , the

purpose” of the author, the audience the author is writing the text for, context, content,
values, ethnicity, register, and culture to model an efficient and effective processing of any
text. The teacher was modeling how the students should read between the lines to elicit the
students’ feedback about critical reading. In this story, the Reading Recovery teacher

directed the students’ attention to the fact that cultural facts are learned by the target

language which motivate the students to look beyond their




Self-Regulated Learning 99

linguistic boundaries and render the learners to be more tolerant towards different beliefs
and values and thus less ethnocentric. In this way, the teacher was able to make the
students awarc of what is essential for the members of the global community to enjoy

understanding of cultural variations.

Sample Two:

Observation’s Report and Critique:

In another aspect, I observed another Recovery Intensive Program that helps low-
achieving college students’ transition back to regular classrooms. In this program, students
are trained to have the skills and étrategies neecded to maintain the ability to read and write.
The Recovery teacher teaches strategic activities to support struggling learners in
developing a self-extending system of strategies that help students to continue developing
after the Recovery sessions are over. The teacher creates a lesson format, teaches strategic
activities such as implied main idea, inferences, sequencing, summarizing, predicting,
paraphrasing and clarifying difficult words that would foster reading comprehension and

writng. These strategies would help students to become self regulated strategic readers who

are highly competent at comprehending texts and eventually would improve their academic
achievement in formal educational settings (Bajsanki & Kolic — Vehovec, 2006). What has
caught my attention in the observation I coded for two weeks is that the Recovery teacher
used variety of methods; such as modeling, explicit teaching, prompting and praising to
help struggling readers become self regulatory. The teacher teaches what students need to

learn to progress to join regular classes. Although the type of the interactions between the

student and the teacher did not change tbroﬁghout the program, what really has changed is
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the problem solving done by the students and the strategies that the student is called upon
to use. In this sense, teachers help students to become self-regulated readers. The book the
teacher used was mainly set up for this purpose. The book taught students skills that they
need to improve their reading and writing skills. For example, while the teacher was
explaining the inference skill, instructions were made by the teacher' to guide the students
and model for them how inferences can be inferred from the paragraph they have read in
class. Then, students try to emulate the teacher in another paragraph. Moreover, the teacher
extended teaching students higher order of thinking by using higher order of questions and
complex tasks. For example the teacher asked them, "What do you think the author is
trying to say about the Thower?" “Why did the author called him like that? What do you
think would happen? After reading the first part of the story, the teachers’ questions forced
the students to express their opinions by using inferences from the text and behind the text
in relating the text- to the world. Such as, “How a thrower could be blind and seated in the
hospital? Why now the thrower can not move? Have you ever witnessed such an incident?
Tell us about it?

Moreover, the teacher used discourse analysis when trying to link relations between the use
is it ethical to spy even among doctors or not. Students in the program had opportunities to
evaluate their Jearning throughout every chapter. On Friday session, the teacher asked”
Who can tell what happened in our previous lesson? And the teacher repeated the following

question more than once “Where have we heard that before?” This required question by the

teacher made students reflect on what they had leamned previously during their program.

These reflections created opportunities for learners to evaluate and control their learning
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that will finally lead them to internal sources of what they have learned before. The
teacher was trying to give specific feed back in a non-threatening situation for the students
thereby strengthening their self-control level of self regulation and their self-efficacy
(Perry, Hutchinson, & Thauberger, 2007).
The teacher asked the students to folléw the Power point Organizer and read the story
again to fill the map in groups. At this point, students were motivated and some got excited
and gave instant responses during the session. In this aspect, the teacher discussed some
metacognitive strategies which were appropriate to this task. However, in order to engage
students in self-regulated reading and writing, the teacher should design an open task to
support SRL (Perry, Hutchinson, & Thauberger, 2007). In this respect the teacher should
have asked students to write about any person who had experienced or read about a similar
problem.
Every time before the session ends, the Recovery teacher offers students challenging tasks
such as reading or writing an essay. On another occasion, the teacher offers the learers a
take home exam. In this respect, I think the teacher is helping the students to acquire self-
regulation. Tas‘ks that are challenging to students will motivate them and stimulate
rde engagement. Beginning with tasks that 2 student can accomplish will immediately
provide students with opportunities of success. Students are likely to be persistent in their
efforts while completing increasingly difficult tasks. Another way to assist students with
challenging tasks is to identify methods students can use in problem solving. For instance,
modeling skills in comparing / contrasting, using analogies, and paraphrasing can all

encourage students to take responsibility for their own learning (Cooper, Horn, & Strahan,

2007). In another session, the Recovery teacher modeled the use of writing strategies. The
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idea was to impress the struggled writers during their writing instruction. In this context,
the teacher conducted a writing task making text-to-self connections while writing an
essay. In this aspect, the Recovery teacher modeled the writing for the students where ideas
were documented from the reading organizer and later the students included theses ideas in
their essaysr. In this lesson, the teacher drew the students’ attention on how self regulated
strategy development approach was useful in enhancing students’ organization of the essay
(Graham & Perin, 2007). In this specific choice of the text, the teacher actually was able to
implement the strategy of eliciting the main idea; in addition, to relating the text to self-
connection of what is called TWA+PLANS without even knowing this strategy( Graham &
Harris, 2003). Moreover, the proper choice of this text reported students' motivation and
attention when modeling the strategies. The students were expressing their thought freely
and generating ideas spontaneously. I think this is very important to have students practice
the strategies with texts at their instructional level and with texts that promote students’
conservations that lead to discussions especially about their lives.

During the observation, the Recovery teacher always modeled the strategy by using
concept maps. These concept maps identify patierns students knew and practiced on
different essays. Every essay has a map. For example, narrative essays have different maps
than descriptive essays. Students drew maps for each type. Students in this manner identify
patterns of an essay with diagrams. In this example, I noticed that learners are becoming
conscious by using these models. Students are becoming active readers and writers through
instructions that are modeled by the teacher, followed by student practice; meanwhile, the

teacher was offering continuous and additional reinforcement of these skilled strategies

instructions as needed by students. As students practice strategies in using these
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procedures, they would gradually become self - regulated. These struggling students not
only would be able to execute the strategy, but also would know where and when to use the

strategy (transfer of strategies) .Such instructions can produce large gains in students’

achievement (Hilden & Pressley, 2007).
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Appendix D

Organizers




/WA

Think Before Reading
T Think about:
The Author’s Purpose
What You Know
What You Want to Learn

While Reading

W Think about:

Reading Speed
Linking Knowledge
Rereading Parts

After Reading

A Think about:

The Main Idea

Summarizing Information
What You Learned




3 Steps for Planning and Writing

1. Do Pick Goals

List ways to meet Goals
And

Make Notes
And Sequence Notes

12 |Z 3> [ 17

2. Write and Say More

3. Test Goals






